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ABSTRACT
The College Participation of 
the 1982 Undergraduate Cohort in Louisiana 
Public Higher Education: A Longitudinal Analysis
This study examined the six-year college participation 
of students entering Louisiana public undergraduate higher 
education in Fall 1982. Motivation for the study stemmed 
from several educational conditions in Louisiana: a lower 
graduation rate than that of the nation, disparities in the 
graduation rates of Black students and White students, and 
administrative considerations for the restructuring of 
public higher education. The purposes of the study were
(1) to describe the population by selected characteristics 
and (2) to identify participation differences in enrollment, 
persistence, and achievement among sub-groups classified by:
(a) race and gender, (b) developmental program 
participation, and (c) institutional types (by degrees 
granted and predominant race).
Information for the analysis came from magnetic tape 
provided by the Louisiana Board of Regents. Subjects for 
the study were 19,855 first-time freshmen entering 
undergraduate institutions of Louisiana public higher 
education on a full-time basis in Fall 1982. Criteria for 
inclusion were designation as Black or White and documented 
Louisiana residence, gender, date of birth, and ACT
vii
composite scores. Other variables describing students 
included (a) enrollment status for each academic session 
from Fall 1982 through Spring 1988, (b) academic major at 
entry, (c) transfer status, (d) developmental status,
(e) highest classification gained, (f) graduation status, 
and (g) enrollment by institutional types (two- or four-year 
and predominantly Black or White) at college entry. 
Distributions and regression procedures facilitated 
statistical analysis.
The study documented (a) predictors of persistence and 
graduation (in order of general contribution) to be higher 
ACT scores, non-transfer status, non-developmental status, 
entry into four-year institutions, entry into predominantly 
Black institutions, younger age, and female gender;
(b) choices of major in mathematics/sciences, business, and 
education to indicate graduation more often than other 
majors; (c) disproportionately lower rates of participation 
for Black students (particularly males) than for White 
students; (d) higher rates of enrollment, but lower rates of 
persistence and graduation for developmental than non- 
developmental students; (e) lower rates of participation for 
those entering two-year colleges; and (f) lower rates of 
enrollment, but higher rates of persistence and graduation 





College student dropout is a problem of national 
interest and concern. Dropout, as opposed to persistence, 
in this context refers to the phenomena of students leaving 
higher education prior to graduation. Nationally, over half 
of the students enrolled in American higher education do not 
graduate. Examination of the High School and Beyond Survey, 
a national data set on a sample of the high school graduates 
of 1980, revealed that by Spring 1986 only 44% of all public 
college enrollees and 51% of all independent college 
enrollees had achieved graduation (American Council on 
Education [ACE], 1988).
It should be noted, however, that not all dropout is a 
negative phenomenon. Some students enroll for purposes 
other than graduation (Bean, 1980), achieving their goals 
without graduation. Other students, who may appear to drop 
out of college during a given time period, may be stopouts 
returning to higher education at a later time (Tinto, 1987) 
or transfers to institutions outside of the tracking system 
(Dougherty, 1987). Additionally, for individuals who 
inappropriately enter higher education, withdrawal may be 
the best course of action; college graduation may not be 
essential to their success in life. Many outstanding 
occupational, cultural, and other attainments have been 
achieved by non-college participants/graduates.
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Nonetheless, the high rate of college student dropout 
has negative implications for all parties: society,
institutions of higher education, and individuals (Tinto,
1987). For society and individuals, negative economical and 
sociological effects result from the loss of (a) foregone 
earnings, (b) funds spent on higher education, (c) future 
unearned income, and (d) inter-generational effects that may 
have been possible with college graduation (Conn, 1979). 
Individuals may also experience negative psychological 
effects from dropout that may be construed as failure 
(Tinto, 1987). Additionally, many higher educational 
institutions directly or indirectly receive revenues based 
on student enrollment and relate the retention of enrolled 
students to their survival (Tinto, 1987).
Disparities in the graduation rates of groups in 
various institutional types also raise questions. 
Racial/ethnic differences have been noted in national 
samples by many researchers (Astin, 1982; Anderson, 1984; 
Eagle, Fitzgerald, Gifford, and Zuma, 1988a, 1988b, 1988c, 
1988d; Fleming, 1984; Nettles, 1988; Wilson and Carter,
1988). These researchers have noted, among other 
imbalances, a lower graduation rate for African/American 
(Black) than Caucasian/American (White) students and for 
two-year than four-year college enrollees. (Typically, a 
two-year college offers the associate degree as its highest 
degree, while a four-year college offers the baccalaureate.)
Concerns about Dropout in Louisiana 
High dropout rates and nationally-recognized 
differences among groups also exist locally. Public higher 
education in the State of Louisiana is characterized by low 
graduation rates and disparities among groups (Verkuil,
1989). Approximately one third of students entering 
Louisiana public higher education as full-time resident 
students in Fall 1982 graduated within six years (Louisiana 
Board of Regents, 1988). Examination of subpopulations in 
these data reveals that 38% of all White students graduated, 
as compared with 22% of Blacks and 28% with students 
categorized as "Other".
Racial differences have been of particular legal 
interest in Louisiana higher education (Verkuil, 1989). For 
the past sixteen years, the state has been in litigation 
fU. S. v. Louisiana. Civil Action 80-3300-A) related to 
maintaining racially segregated structures in its system of 
public higher education. A special focus of the court 
during negotiations has been enrollment and retention 
differences in the college participation of students by 
race. Disparities between Black students and White students 
in measures of persistence and achievement have been cited 
as evidence of educational inequalities (Reynolds, 1987).
Institutional types by predominant race have also been 
an area of scrutiny by the court. The suit specifically 
alleges the illegality of the state's dual college systems
based on race. Extreme racial imbalances between the 
predominantly black institutions and the predominantly white 
institutions have been considered inconsistent with the 
intent of the law (Verkuil, 1989). (In this context, 
predominantly black is a type of institution of higher 
education, characterized according to racial composition, as 
having greater than 50% of its student population consisting 
of Black students. A predominantly white institution has 
greater than 50% of its student population consisting of 
White students.) Although the state has a policy which 
allows the student to attend the public college or 
university of choice, the court has vacillated on the 
acceptabilility of this policy, more recently accepting it 
(Cannizano & Anderson, 1990). However, during periods of 
legal negotiation, racial distinctions between institutions 
and educational outcomes served as a special focus.
Several Louisiana governing bodies (the Governor's 
office, the state legislature, educational boards, and task 
forces) also have addressed the restructuring of Louisiana's 
public system of higher education (Atkinson, 1988; Ruth,
1988). Initial considerations for restructuring on the part 
of state administrators began in anticipation of the court's 
rejection of the current racially dual system (Ruth, 1988). 
More recently, fiscal and other factors have motivated a 
move toward the restructuring of Louisiana public higher 
education (Atkinson, 1988).
5Two dominant considerations of the court and state 
government include (a) implementation of a two-year college 
system and (b) changing the missions of existing 
institutions to further create a "tiered" system (based on 
various levels of admissions criteria and degree programs) 
and less racial distinction among institutions, (Atkinson, 
1988; Verkuil, 1989). In this plan, institutional missions 
will more closely parallel classifications by Carnegie 
(1977).
[The Carnegie Commission (1977), which classifies 
American colleges based on curricula, defines types of 
colleges and notes the relationship between curricula and 
student characteristics: A two-year community college
offers the associate degree as its highest degree; it also 
offers technical/vocational programs and transfer curricula. 
Generally, the two-year community college attracts students 
with a career orientation and/or with less than college- 
level learning skills. Other types of colleges (liberal 
arts, comprehensive, doctoral, and research) offer the 
baccalaureate and, by definition for some types, more 
advanced degrees. It should be noted, however, that some 
sources indicate that not all community colleges are two- 
year colleges and vice versa. In this study, colleges that 
offer the associate degree as its highest degree will be 
referred to as two-year.]
The "tiers" in levels of admission and degree programs 
for institutions, as considered by the court and the state, 
are expected to better distribute the college student 
population (irrespective of race) across the various public 
institutions of higher education. In this plan, it is 
expected that students wanting less than a baccalaureate 
and/or those classified as "developmental" will be attracted 
to the two-year college; others will seek admission into 
institutions that offer the baccalaureate, which have 
curricula of interest, and which are likely to admit them 
(Atkinson, 1988), thus lessening the racial identifiability 
of institutions (Verkuil, 1989). Developmental students are 
those students who upon college entry are placed in one or 
more courses at a remedial level, indicative of lacking 
college-level learning skills (SREB, 1985).
Additionally, some state officials express 
expectations of economic advantages to the two-year college 
system (Atkinson, 1988). These officials expect that lower 
funding is needed for the operation of a two-year college 
and that many of the students who currently attend the more 
costly four-year institutions can be served in the two-year 
college.
A better understanding is needed, however, of student 
characteristics and institutional types that relate to 
college participation and predict dropout/persistence in the 
State of Louisiana. From either perspective— that of racial
equality or that of economic efficiency— decisions can best 
be made through understanding educational outcomes of groups 
of interest in the various settings. Therefore, factors 
that motivate research interest and systematic analyses of 
Louisiana's student dropouts are (a) the lower rate of 
graduation from Louisiana public higher education, as 
compared with the nation, (b) disparities among racial/ 
ethnic groups, and (c) current deliberations over 
significant, far-reaching structural changes in the system 
of higher education.
Statement of Purpose 
The purpose of this study is to examine the college 
participation of Louisiana's college student population over 
a period of six years. Specific research interests of the 
study are based on current interests and deliberations in 
four areas: (a) selected student characteristics that
relate to academic persistence and achievement; (b) racial/ 
gender differences in college participation;
(c) differences between developmental students and non- 
developmental students in college participation; and
(d) institutional-type differences in the prediction of 
student graduation (by race, gender, and developmental 
program participation).
The sample of the study consists of all of the state's 
Fall 1982 first-time freshmen (a) who were residents of 
Louisiana, (b) who were reported to the Louisiana Board of
8Regents by the institution of the student's initial 
enrollment, and (c) who had complete documentation of Black 
or White race, gender, age, an American College Test 
(the ACT) composite score. (The ACT is a standardized, 
nationally normed instrument, which measures the pre-college 
academic performance of students for use in the college 
admissions process.) The number of students having all 
defined characteristics and included in the sample is 
19,855.
Student characteristics in the study include both 
demographic and academic characteristics. The demographic 
characteristics are (a) gender, (b) race, and (c) age. 
Academic characteristics are the pre-college performance and 
the college participation of students. Pre-college academic 
performance is measured through the ACT composite score.
College participation includes enrollment, persistence, 
and achievement. Indicators of the kinds and levels of 
student enrollment, persistence, and achievement are derived 
from several variables. For example, variables that 
indicate enrollment are (a) academic major, (b) registration 
or non-registration for developmental courses, and (c) 
transfer or non-transfer from the institution of college- 
entry. Persistence is represented by highest 
classification gained (entry, freshman, sophomore, junior, 
or senior). The achievement variable is graduation or non­
graduation within the six-year period of the study.
Student characteristics are examined by two 
institutional types. One type is based on the higher degree 
offered (associate or baccalaureate); the other, on the 
predominant race (Black or White) of the student population.
In order to provide a better understanding of the 
college participation (enrollment, persistence, and 
achievement) of the study's population of interest, four 
main questions are addressed. These are:
(1) What are the selected student characteristics that 
predict academic persistence and graduation?
(2) How do Black students and White students (by gender and 
choice of major) differ in college participation and 
other selected student characteristics?
(3) How do developmental and non-developmental students 
differ in college participation and other selected 
student characteristics?
(4) How does prediction of graduation differ by 
institutional type (by race, gender, and developmental 
program participation)?
Theoretical Applications 
Two major theories are utilized to provide meaning to 
empirical data that result from this investigation. One 
theory focuses on institution-student interaction that 
explains dropout. The other relates institutional type to 
educational outcomes.
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Tinto's (1975) explanatory model of student attrition 
explains a student's choice to remain in an institution as 
dependent upon the degree of fit between the student and the 
institutional environment. The model is a longitudinal one, 
expressive of the inter-related process it signifies.
In Tinto's model, the student enters the institutional 
environment with family background, individual attributes, 
and pre-college schooling that influence the student's 
values-orientation and degree of commitment to both the 
institution and the goal of college completion. These 
student characteristics predispose the student's perception 
of, involvement in, and reaction to the college environment. 
Thus, the student's initial level of commitment upon 
entering college influences the student's efforts toward 
integration within the institution.
The institution, on the other hand, provides a climate 
which may either nurture or alienate the student in the 
process of integration. The willingness and availability of 
its faculty to interact with students, the composition of 
its student population, its mission, and the structures it 
maintains are examples of the institution's involvement in 
the process. Institutional academic and social systems 
interact with the student's attributes and goals to 
influence the degree of the student's academic and social 
integration into the educational environment. Therefore, a
11
particular institutional characteristic may nurture one 
student while alienating another.
The degree of student/college integration brings about 
a renewed, increased, or decreased level of commitment. As 
the student encounters college experiences that are 
conducive to personal achievement and satisfaction, 
commitment is increased. As the student encounters 
institutional factors that contribute to personal failure 
and dissatisfaction with the college experience, commitment 
decreases.
Tinto (1987) views the resulting level of commitment as 
directly related to the dropout decision. Decrease of 
commitment is associated with dropout, whereas increase or 
retention of commitment is associated with persistence. He 
further differentiates between goal commitment and 
institutional commitment and identifies outcomes that may 
differ for each. The student may experience a decrease in 
institutional commitment while retaining goal commitment. 
This condition often leads to transfer to another 
institution. Also, the student may have a decrease in goal 
commitment that may lead to dropout from all college 
participation.
Simon's (1981) theory of artifact provides a framework 
in which to perceive the institution, its goals, and its 
effects (such as graduation) on students. Simon defines 
artifact as a man-made, purposive object; by this
12
definition, an institution of higher education is an 
artifact.
In Simon's theory, the effectiveness of an artifact is 
dependent upon the degree of fit between its goal, context, 
and design. Various types of institutions are likely to 
have distinctive missions and goals (Carnegie Commission, 
1974). According to Simon's theory, an institution will 
design its treatment of students according to the 
institution's goals and context for a desired outcome. It 
can be assumed, therefore, that the various goals of 
institutions will lead to treatments that further 
differentiate among institutions. Students with similar 
characteristics, but attending the same or various 
institutions, may experience different educational outcomes 
due to the differences among institutions.
Definition of Terms
The following terms are defined for application in this 
study:
Academic characteristic— an indicator of a student's 
academic background and/or experiences? a measure 
representative of a student's enrollment, persistence, or 
achievement in college.
Academic persistence— the condition whereby a student 
continues in higher education (regardless of interruption) 
toward graduation; retention; the opposite of dropout.
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Academic session— a period of time (usually three to 
five months in length) during which a college will initiate 
and terminate a unit of coursework.
Achievement— a component of college participation; a 
classification for selected student academic variables 
(completion or non-completion of developmental courses; 
graduation or non-graduation).
ACT composite score— a student's American College Test 
average of scores, derived from subtests of English, 
mathematics, social sciences, and natural science; an 
indicator of pre-college academic performance.
American College Test— an instrument used to measure 
scholastic achievement in specified academic areas, 
generally administered for purposes related to admission and 
placement at the college-level.
Associate degree-— degree awarded upon completion of a 
college program of study which is generally designed to 
extend over a two year program.
Baccalaureate degree— degree awarded upon completion of 
a college program of study which is generally designed to 
extend over a four-year or five-year period.
College participation— enrollment, persistence, and 
achievement in the college setting.
Demographic characteristics— selected descriptors for a 
student, based on general categories for a human population, 
including a student's gender, race, and age.
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Developmental--a descriptor of a program or course 
indicating a remedial level of college work; a descriptor of 
a student enrolled in at least one developmental course.
Dropout— the condition whereby a student leaves higher 
education (regardless of interruptions) prior to graduation; 
attrition; withdrawal.
Enrollment— a student's (part-time or full-time) 
registration for a particular academic session; a 
classification for selected student academic variables 
(academic major, enrollment or non-enrollment during a 
specific semester, full-time or part-time status during each 
specific semester).
First-time freshman— a student in the first academic 
session of college enrollment; a student entering higher 
education for the first time in Louisiana in Summer or Fall 
1982.
Freshman— a student who has earned the equivalent of 0 
to 29 academic credit hours.
Four-year institution— a college or university of 
higher education which offers the minimum of a baccalaureate 
degree.
Full-time— status for an undergraduate student who has 
12 or more hours of academic credit hours during a semester 
or nine or more credit hours during a quarter.
Graduation— receipt of an associate or baccalaureate 
degree.
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Institutional type— the classification of colleges and 
universities according to higher degree offered [the 
associate (two-year institution) or baccalaureate degree 
(four-year institution)] and/or the predominant race of its 
student population (predominantly-black or predominantly- 
white).
Junior--an undergraduate student who has earned the 
equivalent of 60 to 89 academic credit hours.
Louisiana State Board of Regents— an administrative 
body, responsible for governance over academic matters in 
all Louisiana public institutions of higher education.
Part-time— status for an undergraduate student who 
scheduled fewer than twelve academic credit hours during a 
semester or fewer than nine credit hours during a quarter.
Persistence— a sub-classification of college 
participation measured by highest classification gained; 
continued enrollment; retention, as opposed to dropout.
Pre-college academic performance— a student's pre­
college achievement, as measured by the ACT composite 
score.
Predominantly black— a descriptor for a type of 
institution of higher education, characterized according to 
racial composition as having greater than 50% of its student 
population comprised of African/American (Black) students.
Predominantly white— a descriptor for a type of 
institution of higher education, characterized according to
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racial composition as having greater than 50% of its student 
population comprised of Caucasian/American (White) students.
Quarter— an academic session whose length (generally 
three months) constitutes one-third of the regular academic 
year.
Semester— an academic session whose length (generally 
four or five months) constitutes one-half of the regular 
academic year.
Senior— an undergraduate student who has earned the 
equivalent of 90 or more credit hours.
Sophomore— an undergraduate student who has earned the 
equivalent of 30 to 59 academic credit hours.
Stopout— a discontinuation of enrollment from session 
of entry to session of re-enrollment.
Transfer— a condition of enrollment whereby a student 
leaves the college of initial entry to attend another 
college.
Two-year institution— an institution of higher 
education offering the associate degree as its highest 
degree.
Assumptions
This study is based on the following assumptions:
1. Records received from the Louisiana State Board of 
Regents are sufficiently accurate for use in this study.
2. Data received from institutions for use in this 
study are sufficiently accurate for use in the study.
Limitations
The following limitations are acknowledged for the 
purpose of this study:
1. The study is limited to the population entering 
Louisiana public higher education in a single session.
2. The small number of White students enrolled in 
predominantly Black colleges in Fall 1982 prevents the 
usefulness of data in this classification.
3. The student is classified only according to the 
institution of college entry, limiting the study of 
relationship between the transferred student and the 
institutional types to which transfer has occurred.
4. Student enrollment is tracked only in Louisiana 
public higher education; those transferring to out-of-state 
institutions or private institutions within the state are 
considered non-enrolled.
5. Achievement of graduation does not distinguish 
between attainment of an associate and a baccalaureate 
degree.
6. Other student characteristics, such as intention 
and degree of goal commitment to college, are lacking for a 
more extensive investigation of this population.
Significance of the Study
This study has practical significance based upon its 
usefulness to policy development and decision-making (Beal & 
Noel, 1980; Lenning, Sauer, & Beal, 1980). This application
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is of interest particularly in the State of Louisiana. Both 
pending litigation fU. S. versus Louisianaf Civil Action 80- 
3300=A) and legislative plans relate to structures in higher 
education that may impact the college participation of 
Louisiana students.
The legislature of the State of Louisiana has addressed 
the matter of restructuring higher education and plans to 
make decisions during approaching legislative sessions. 
(Bares, 1990). The structural changes which are being 
considered relate to designating specific institutional 
types for students with selected characteristics. Studies 
which increase the predictability of achievement by 
institutional types and selected student characteristics may 
allow governing boards to plan organizational structures 
that will facilitate student achievement.
Knowledge of racial differences will serve those who 
deliberate over institutional effects that best serve Black 
and White students. Planned structures that will alter the 
racial identifiability of institutions and impinge on Black 
students (whether aiming for enrollment in predominantly 
Black or White institutions) can be evaluated better through 
this study.
The participation and achievement of underprepared (or 
developmental) students will be understood better through 
this study. The implementation of the two-year college 
system and the "tiers" based on selectivity will, for the
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most part, limit the participation of developmental students 
to the two-year colleges. Other student characteristics and 
current college effects on the participation of 
developmental students, as identified in this study, may 
guide decision-makers to select the better alternatives for 
this group.
Several researchers have suggested further study in 
certain areas of college student attrition. (The term 
"attrition", as opposed to "retention", in this context is 
used synonymously with dropout.) Tinto (1987), Bean (1980), 
and others advocate research on specific populations for use 
in policy development and decision-making. Anderson 
(1984b); Gossman, Dandridge, Nettles, and Theony (1983); 
and Pascarella and Chapman (1983a) emphasize the need for 
more studies to understand differences in the effects of 
institutional types on student achievement . This study may 
motivate the further development of theoretical knowledge 
about the differences in the student characteristics and 
institutional types that predict the dropout decision of 
students by race and gender.
Another contribution of this study is found in the use 
of recent longitudinal data on an entire cohort entering 
higher education for a select state and year. Much of the 
research on attrition of students from higher education 
consists of either census, autopsy, or cross-sectional 
studies (Terenzini, 1980). Although some research is based
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on longitudinal data, the data are often collected over a 
period of less than two years in length (Tinto, 1987). Most 
analyses which extend over a longer period of time focus on 
the National Longitudinal Classes of 1972, 1980, and 1982. 
These have a questionable degree of generalizability to 
current conditions in the State of Louisiana. This study, 
however, provides findings from a longitudinal data analysis 
of a six-year period for the population of special interest.
Summary of the Chapters 
Six chapters are included in this study. These are 
organized as follows:
Chapter 1 provides an overview of the study. It 
introduces the topic and background conditions that motivate 
the study, defines terms, and outlines assumptions and 
limitations. This chapter also describes the significance 
of the study to decision-making, particularly within the 
State of Louisiana.
Chapter 2 reviews related literature. Included in the 
review is an examination of explanatory models of college 
dropout that are used to provide theoretical meaning to the 
study. Also reviewed are research results which relate 
student characteristics and institutional types to college 
dropout.
Chapter 3 explains the setting of the study.
Historical background, governance, and selected 
characteristics describe institutions of Louisiana public
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undergraduate higher education. An explanation of 
admissions policies, formula funding, and litigation matters 
identify conditions in the State of Louisiana that affect 
institutional operation relative to the study.
Chapter 4 explains the methodology and findings 
utilized in this study. This is achieved through a 
description of the design, the sample and the population, 
characteristics of the sample, methods of data collection, 
and procedures for data analysis in the study.
Chapter 5 presents the results of statistical analyses.
Tables and narrative descriptions are used to respond to the 
questions of the study. These focus on prediction of 
student college dropout and on differences in college 
participation by race, gender, developmental program 
participation, and institutional types.
Chapter 6 discusses the results of the study, relative
to literature, to the population of the study, and to
decision-making in Louisiana public higher education. 
Additionally, suggestions are made for further research.
CHAPTER II 
REVIEW OF RELATED LITERATURE 
This section reviews selected literature related to this 
study. The review is organized to include (a) an overview 
of models of student dropout, (b) selected theories in the 
sociology of education; and (c) research related to the 
variables of this study. Selected results focus on 
differences in dropout/persistence that may be attributed to 
student characteristics and institutional characteristics.
Theoretical Models of Student Dropout 
Student dropout has been the focus of much research 
(Metzner, 1987; Tinto, 1987). Studies conducted prior to 
1970 focused mostly on student characteristics which 
correlate to the dropout decision. More recently, models 
have been developed and tested to guide research.
Several theoretical models contribute to the understanding 
of student dropout (Metzner, 1987). These models provide a 
framework both to link various factors with the dropout 
decision and to give meaning to empirical evidence related 
to dropout.
The models of Spady (1970), Tinto (1975), and Bean
(1980), basic models in dropout research, have both 
similarities and differences. One common feature is that 
they are based on models from other disciplines. Spady 
(1970) and Tinto (1975) relied upon the fields of sociology 
and psychology, and Bean (1980) borrowed additional concepts
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from organizational theory. Another similarity is that they 
view the dropout decision as the result of both student 
characteristics and environmental influences that extend 
throughout the period of the student's academic endeavors.
The models differ in the way variables are linked to 
the dropout decision. Spady and Tinto viewed the dropout 
decision as a longitudinal process and developed explanatory 
models of this process. Bean focused on the determinants of 
dropout behavior, producing what he called a "causal" model 
of student dropout.
Spady's model can be summarized through its 
development. Based on Durkheim's model of suicide, Spady's 
model views group values (non-normative congruence) and 
friendship support as variables common to both his and 
Durkheim's models. Durkheim's theory describes the 
conditions under which suicide occurs but does not explain 
population differences. Likewise, Spady's model identifies 
conditions for student dropout without attempting to explain 
individual differences in the process.
The focus of Spady's model is on the student's 
integration into the college environment. The model 
explains that prior student characteristics, in the form of 
family background and academic potential, are important 
factors leading toward the student's normative congruence, 
academic achievement, and eventual integration into the 
college environment. He viewed the significance of social
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integration in its direct linkage to satisfaction. In his 
model, satisfaction leads to institutional commitment and, 
in turn, to the dropout decision.
Tinto synthesized numerous research findings to expand 
Spady's model. Although he also used Durkheim's theory of 
suicide, he related the dropout decision to cost-benefit 
analysis. Commitment in Tinto's model is viewed as 
analogous to an individual's cost-benefit analysis for 
making a choice among alternative educational decisions.
As the student is more likely to commit to that which is 
perceived as beneficial, commitment to college persistence 
is more likely when the student perceives beneficial 
student/institutional interactions.
In Tinto's model pre-college variables (those related 
to family background, individual attributes, and prior 
schooling) affect the student's level of commitment upon 
entering the institution. Various researchers have 
operationalized and tested these constructs in Tinto's 
model. For example, (a) parental education and parental 
financial support for college (Astin, 1982; Pascarella,
Duby, & Iverson, 1983) are indicators of family background;
(b) ACT composite score (Pascarella et al., 1983), study 
orientation (Donovan, 1984), student personality orientation 
(Pascarella & Chapman, 1983b), and educational aspirations 
(Donovan, 1984) are indicators of individual attributes; and
(c) earned high school grades (Pascarella et al., 1983) and
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percentile rank in high school class (Terenzini, Lorang, & 
Pascarella, 1981) are indicators of prior schooling. These 
pre-enrollment characteristics predispose the student to a 
particular level of commitment.
Commitment, another major construct of Tinto's model, 
contributes to dropout both at the point of college entry 
and on a continuing basis as the student interacts with the 
institution. For example, at point of entry, an indicator 
of commitment may be pre-enrollment expectations of college 
satisfaction or transfer (Pascarella et al., 1983). The 
student's initial level of commitment interacts with 
institutional characteristics and components to affect the 
student's academic and social integration into the 
institution.
Academic integration is the degree of fit between the 
individual and the academic climate. It is viewed as 
related to such factors as college grade-point average 
(Pascarella & Chapman, 1983b), progression in the program; 
students' perception of faculty concern (Terenzini et al., 
1981), frequency of contacts with faculty outside the 
classroom (Pascarella & Chapman, 1983a), and frequency of 
intellectual discussions (Pascarella & Chapman, 1983a).
Social integration, according to Tinto, is the degree 
of congruency between the individual and the social climate 
of the institution. It is operationalized by such variables 
as the presence of close friends (Terenzini et al., 1981;
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Pascarella & Chapman, 1983a) and participation in extra­
curricular activities (Pascarella et al., 1983a; Donovan,
1984).
The degree of academic and social integration, 
according to Tinto, leads to either a changed or continued 
level of commitment to persist. It is the resulting level 
of commitment, observed in forms of student satisfaction 
(Pascarella, Smart, & Ethington, 1986; Tinto, 1987), that is 
directly linked to the dropout decision. Consequently, 
Tinto's identification of the institution's role in its 
interaction with the student adds an important dimension to 
understanding student dropout behavior.
Bean's model is consistent with Tinto but it is based 
on the work of Price (1977). He conceptualizes dropout as 
analogous to employee turnover in work organizations and 
identifies causal relationships among variables. In the 
model, student background variables (performance, 
socioeconomic status, state residency, distance from home, 
and hometown size) influence the student's perceptions and 
interactions with organizational determinants. These, in 
turn, cause satisfaction, institutional commitment, or 
dropout.
Selected Theories in the Sociology of Education
The questions of the study have evolved from socio- 
historical and economic conditions in Louisiana that rest on 
(or challenge) basic philosophical perspectives. Theories
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of educational access and stratification underlie the 
interests of this investigation. The use of data derived 
from this investigation cannot ignore these underlying 
perspectives.
John Dewey (1916) upheld that "The place of the 
individual in society should not be determined by birth or 
wealth or any conventional status, but by his own nature as 
discovered in the process of education (p. 104)". This 
basic philosophy of education is reflected in laws, 
policies, and structures on national, state, and local 
levels that aim toward the equal accessibility of education 
for all individuals.
However, theories of educational and social 
stratification may give a different perspective to the 
structures and goals of educational systems. Theories of 
stratification may view education from a functionalist or 
social order perspective, whereby differences in education 
serve to achieve different functions for the overall 
integrated social good (Strasser, 1976). For example, 
according to this view, a two-year institution achieves a 
purpose that differs from that of the four-year institution, 
both complimentarily contributing to the welfare of society.
Not all structural differences, however, are regarded 
as contributing to social good. A contrary perspective of 
educational stratification is that of conflict theorists who 
perceive society as an organized struggle between groups for
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the possession of valued goods (material wealth, services, 
power, etc.) (Bowles & Gintis, 1976; Collins, 1977;
Strasser, 1976). In this perspective, differences in 
educational structures serve to socially stratify for the 
purpose of domination of one group over the other.
One educational structure related to stratification 
which is frequently criticized is that of the community or 
two-year college. Whereas, the two-year college may be 
viewed from a social order perspective, as achieving the 
essential social function of vocational preparation, it may 
also be viewed from a conflict approach, as stratification 
to stifle weaker social groups. Some researchers [such as 
Karabel (1972) and Dougherty (1987)] question the role of 
the community college, observing that it promotes inequality 
by stifling the educational drive and opportunities of 
students and by yielding high attrition rates.
The predominantly Black college may also be viewed 
from different perspectives. One perspective, based on the 
Fourteenth Amendment and the Civil Rights Act of 1964, views 
racially identifiable institutions as undesirable, 
segregating structures (Willie & Edmonds, 1978). This 
perspective assumes racially identifiable structures to be 
educationally stratified with one structure superior to the 
other, possibly for the social domination of one group over 
another. A counter perspective, however, views the 
predominantly Black college from the social order
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perspective, achieving the education of students in a manner 
that best achieves educational goals (Willie & Edmonds,
1978) and prepares individuals for maximum contribution to 
the social good (Thomas & Hill, 1987).
The use of data from this investigation in the context 
of Louisiana higher education relies upon these sociological 
theories. The goals and activities of an educational system 
differ according to these views. In turn, educational 
efforts relate to the quality of student-institution 
interactions, as explained by Tinto (1975).
Relationship of Dropout to Student Characteristics 
An examination of educational research literature 
reveals a link between student dropout and the independent 
variables of this study (race, gender, ACT composite, age, 
major, institutional type, and developmental program 
participation.) Although some inconsistencies are apparent 
in results, overall trends in research support (a) the 
relationship of the variables of this study and (b) the need 
for empirical evidence related to dropout in the context of 
Louisiana public undergraduate higher education.
Racial Differences in College Participation
The college participation of Black students differs 
from that of White students in enrollment, persistence, and 
achievement. Although some fluctuations in rates have been 
evident over the last two decades, Black students experience 
a lower rate in each area than their White counterparts
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(American Council on Education [ACE], 1988; Nettles, 1988; 
Educational Testing Service [ETS], 1988).
Enrollment. Analyses by Eagle et al. (1988a) of High 
School and Beyond, a longitudinal survey of the Senior Class 
of 1980, reveal differences in the college enrollment of 
students, by race. Six years after high school graduation, 
67% of Black students had some post-secondary education, as 
compared to 71% of White students. Additionally, the 
enrollment rates of Black students were greater in public 
and in two-year institutions than they were for White 
students.
The lower rate of college enrollment has continued for 
Black students despite increases in rates of high school 
graduation and in academic performance on the SAT (ETS,
1988; Wilson & Carter, 1988). The SAT is a test of academic 
achievement, similar to the ACT, generally used for purposes 
related to selective admissions and college placement. ACE 
(1988), NCES (1988), Nettles (1988), Wilson & Carter (1988), 
and others also indicate the greater proportion of White 
than Black high school graduates who enter higher education.
Explanations for racial differences in rate of college 
participation, according to Astin (1982), encompass both 
student characteristics and institutional interactions at 
all points of the "educational pipeline" (p. 25). Both the 
presence of perceived and/or real socially alienating, 
academically demanding environments in education pose
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barriers to the educational attainment of Black youth at 
various levels (Allen, 1987; Astin, 1982; Blackwell, 1981). 
Blackwell (1981) examined the effects of institutional 
practices in recruitment, admissions, financial awards, and 
hiring of Black faculty and found that some practices 
discourage (or at least fail to encourage) Black student 
enrollment.
Deterrents to the college enrollment of Black students 
may be further clarified by ETS (1988). ETS explains the 
lower rate of Black college enrollment through a 
categorization; (a) The "crumbling foundation" (p. 3) of 
the high school years, as indicated by a tendency to select 
non-academic programs, may lessen the academic preparation 
of Blacks and other minorities. (b) Negative economic 
forces (such as a decline in financial aid, fear of making 
loans, and low expectations for after-graduation employment) 
may also pose the problem of a "money crunch" (p. 4) for 
minorities. (c) Less satisfying, even threatening, campus 
experiences may be anticipated and experienced by Black 
students, lessening their attraction to college.
Several researchers also note racial differences in 
preparation for college (Astin, 1982; Cross & Astin, 1981; 
Fleming, 1984; Nettles, 1988). For example, less high 
school participation in college preparatory programs, lower 
SAT scores, and lower high school grade point averages are 
noted for Black students than for White students (Astin,
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1982; Nettles, 1988). Less preparation may serve to 
decrease opportunities for admission into more selective 
schools and into programs of greater interest to the student 
and for financial awards needed for college enrollment.
Persistence and Achievement. Research on racial 
disparities related to college persistence and achievement 
reveal that Black students also drop out at much higher 
rates than White students (Astin, 1982, 1984; Eagle et al., 
1988a, 1988b, 1988c, 1988d; Nettles, 1988). Eagle et al. 
(1988a) observed that of the seniors who enrolled in college 
by 1982, 71% of Blacks, compared with 55% of Whites, left by 
1986 without a four-year degree. For both the senior 
classes of 1970 and 1980, lower college completion rates for 
Blacks were evident in all areas: (a) 1- or 2-year degrees,
(b) 4-year degrees, and (c) advanced degrees (Eagle et al., 
1988a). Differences, however, were greatest in advanced 
degree completion and lowest in categories of 1- or 2-year 
degree completion.
Black students, as a whole, also take longer than White 
students to complete degree requirements (Anderson, 1984; 
Astin, 1982; Gossman, Dandridge, Nettles, & Thoeny, 1983). 
At each level (freshmen, sophomore, junior, senior), White 
student persisters are more likely to follow prescribed 
progression patterns than Black students (Gossman et al., 
1983; Eagle, 1989). A higher rate of part-time enrollments 
and financial difficulties for Black students contribute to
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prolonging the time of study and increasing possibilities 
for dropout (Astin, 1982,” Cross & Astin, 1981? Thomas, 1981; 
Tinto, 1987). These factors are also more likely to impede 
integration with the institution and to lead toward the 
individual's opting for full-time employment (Astin, 1982).
The higher rates of dropout for Black students than for 
White students may be partially attributed to differences in 
student characteristics. Theoretically, individual 
characteristics influence commitment and interaction (Tinto, 
1970). (Discussion of general characteristics for a given 
race, however, should not imply that all members share 
characteristics such as poor academic preparation and 
economic disadvantages.) Although race itself is often 
identified as significantly related to the dropout decision, 
this relationship may be better explained by other related 
characteristics. For example, Gossman et al., (1983) found 
that racial differences were nullified when there was 
control for mean family income, SAT scores, and other 
characteristics.
Additionally, racial differences must be viewed in 
context, recognizing that not only student characteristics, 
but also institutional characteristics, influence the 
student-institution interaction that leads to dropout or 
persistence. For example, institutions may differ in their 
treatment of Black students and White students.
Socio-economic status relates to the dropout decision 
and may partially explain racial differences in college 
persistence and achievement (Astin, 1982; Eagle et al., 
1988a; Eagle, 1989; Tinto, 1987). Additionally, significant 
differences in the socio-economic status and academic 
preparation of Black students and White students have been 
observed by Peng and Fetters (1977), Astin (1982, 1984), 
Nettles (1988), and others. Research by Eckland (as cited 
in Tinto, 1987) also suggests that differences in dropout 
rates may be lowered when social class is controlled.
Of those who enter higher educational institutions, a 
higher ratio of Black than White students come from the 
lower levels of socio-economic status (Astin, 1982; Cross & 
Astin, 1981; Eagle et al., 1988a, 1988b, 1988c, 1988d). 
Students of low socio-economic status may enter college with 
backgrounds which serve as disadvantages to their 
integration into the academic and social systems of the 
institution (Astin, 1982; Cross & Astin, 1981; Donovan,
1984; Eddins, 1982; Fox, 1986). For example, Eddins notes 
that the achievement of Black students is often hindered by 
a low level of academic skill. Tracy and Sedlacek (1985) 
relate the lower academic success of Black students to 
deficiencies in academic self-concept, appraisal of self, 
and understanding of demands and processes (such as adequate 
study skills and management of schedule problems). Donovan
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further supports the relationship of academic behaviors to 
college achievement.
Black students often experience more academic problems 
and lower grades in college than do White students (Gossman 
et al., 1983; McJamerson, 1989). This may partially explain 
their higher dropout rates (Eddins, 1982; Hull, 1983; 
Donovan, 1984; Dial, 1985; Fox, 1986; McJamerson, 1989).
The lower grades earned by Black students serve to lessen 
their satisfaction and academic integration. Grades, 
however, may have less impact on Black students than on 
their White counterparts. Terenzini and Pascarella (1978) 
found that perceived intellectual development is more 
important for the persistence of Whites than of Blacks.
Yet, research by Donovan, Fox, and Nettles, and others 
reveal that academic integration, as a whole, had a stronger 
relationship than did social integration to persistence for 
Black students.
Other differences in student-institution interactions 
for Black students and White students may also contribute to 
disparities in dropout rates (Anderson, 1984; Astin, 1982; 
Blackwell, 1981; Cross and Astin, 1981; Fleming, 1984; 
Nettles, 1988; Stikes, 1984). Black students may have more 
limitations related to choice of institution (Morris, 1981), 
indicating less opportunity for quality education or 
selection according to "fit". Blackwell, Astin, Anderson, 
and Nettles note that Black students are less likely to be
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enrolled in colleges that have superior academic and 
financial resources. Thus, the institution's lower level of 
resources for teaching, research opportunities, curricula 
development, and study environment may lessen educational 
opportunities for Black students. The lesser quality of the 
educational experience may lack the features to attract and 
benefit the student, increasing probability of dropout.
Black students more often encounter institutional 
environments which contain alienating attitudes and 
practices (Allen, 1981, 1987; Belcove, 1988; Blackwell,
1981; Fleming, 1984; McJamerson, 1989; Nettles, 1988;
Stikes, 1984). Since approximately three fourths of all 
college-enrolled Black students are in predominantly White 
institutions of higher education (Wilson & Carter, 1988), a 
larger number of them experience the loneliness and cultural 
adjustments associated with participation as a minority.
Additionally, many experience discriminating attitudes 
and behaviors (such as lack of recognition in the classroom, 
residence halls, and extracurricular activities) and more 
aggressive forms of rejection (such as ridicule, name- 
calling, threats, and physical abuse), as reported by 
Nettles (1988) and Belcove (1988). Obviously, the poor 
quality of student-institutional interactions may lessen 
Black student satisfaction in the White institutions and in 
commitment to persistence at those institutions.
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Behaviors related to formal academic matters may differ 
for Black students (Donovan, 1984; Fleming, 1984; Nettles, 
Thoeny, and Gossman, 1986; Nettles, 1988; Pascarella,
1985). Black students more often have difficulty in 
identifying adequate study strategies and formal procedures, 
such as managing schedule changes (Allen, 1985; Donovan, 
1984; Fox, 1986; Stikes, 1984). This suggests that 
institutions with complex academic procedures and implicit 
expectations related to codes of academic conduct may cause 
greater adjustment problems for Black students than White 
students.
Differences in the Black students' perception of and 
involvement within the college environment relate to 
persistence. Nettles et al. (1986) found that Scholastic 
Aptitude Test (SAT) scores, student satisfaction, peer 
relationships, and interfering problems had differential 
predictive validity for Black students and White students. 
They also found that (a) feelings that college is 
discriminatory, (b) level of satisfaction with the 
institution, (c) majority/minority status, (d) where 
students live, and (e) interfering problems are significant 
predictors of grade point average, an explanation of racial 
differences in college performance.
Gender Differences in College Participation
Some gender differences have also been observed in 
college enrollment and achievement. More women than men
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enroll in and graduate from higher education (Eagles et al., 
1988a, 1988b) Differences are also noted in the programs 
and institutional types of enrollment. Eagle et al. (1988a, 
1988b) found that women, especially those with children, are 
more likely to be recipients of vocational certificates.
Gender differences in college participation can be 
partially explained by the higher college aspirations of 
women (Eagle et al., 1988a), different social norms 
(Bernard, 1966), differing psychological development 
(Fleming, 1984), and external commitments (Cross, 1981; Bean 
& Metzner, 1985). On one hand, the higher educational 
aspirations of women may explain their higher rate of 
college enrollment and achievement. On the other hand, the 
constraints of external responsibilities may explain why 
women are more often recipients of vocational certificates 
which can be achieved in shorter periods of time.
Additionally, when race is considered, more 
differences are observed. Black women experience higher 
rates of enrollment, persistence, and graduation than do 
Black men (Nettles, 1988; Eagle et al., 1988a, 1988b, 1988c, 
1988d). This is especially true when enrollment is in the 
predominantly White institution (Nettles, 1988). Men, 
however, may enjoy more dominance and more satisfying 
experiences in Black institutions (Fleming, 1984).
Explanations for Black gender differences are offered. 
Bernard (1966) indicates historical gender differences in
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the treatment and cultural assimilation of Blacks by Whites. 
Historically, Black women had greater exposure to the White 
culture and posed less social and economic threat to a 
majority culture. Women, therefore, received greater 
acceptance for educational, social, and economic attainment. 
Bock (1969, as cited by McJamerson, 1991) identified the 
greater ease, in an agrarian society, to send women rather 
than men to school, also encouraging later trends toward 
greater educational and economic attainment.
The campus adjustment of Black women may differ from 
men. The work of Bernard (1966) and Bock (1969, as cited by 
McJamerson, 1991) suggests that Black women may encounter a 
more accepting environment on the White campus than do Black 
men. Additionally, Fleming (1984) suggests that Black women 
on the White campus are less threatened by campus 
experiences that may be perceived as negative. She notes, 
however, that their experience is also one of painful 
adjustment through development of coping skills (such as 
assertiveness, working under stress, and focus on careers).
Fleming (1984) also identifies the greater 
psychological barriers faced by Black women competing with 
Black men in predominantly Black institutions. Although 
Black women achieve more than Black men at White 
institutions, they do not achieve as well as they do in 
Black institutions. Black women in Black institutions 
exhibit greater intellectual achievements, but lower social
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assertiveness, as compared to Black men. She traces other 
empirical evidence to refute the image of a matriarchy on 
the Black campus, providing evidence of male dominance at 
the expense of female development. However, Fleming 
concludes that Black women achieve more, despite social and 
psychological barriers.
The benefits of greater educational attainment for 
Black women than Black men may not apply to future 
administrative experiences, however. Yeakey, Johnston, and 
Adkison (1986) cite research results which indicate a 
situation of "double jeopardy" for Black women seeking 
administrative positions. As part of a double minority—  
being Black and female— Black women have lower increases 
than Black men and White women in higher position attainment 
(p. 125).
Differences in College Participation by Choice of Major
Choice of major indicates the program of study for a 
student and has implications for the academic integration of 
the student (Tinto, 1987). Following the selected program, 
the student participates in prescribed courses and 
activities related to the major; these experiences may 
influence the degree of student-institutional "fit".
Tinto (1987) suggests that choice of major contributes 
to goal commitment, especially when there is a strong 
linkage between educational and occupational goals.
However, a student in a general studies program may be more
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intrinsically-directed toward learning than one who is 
interested for economic reasons (Gordon, 1982; Tinto, 1987).
Approximately three-fourths of college enrollees 
experience uncertainty related to college career choice 
(Tinto, 1987). Many students who indicate a firm choice of 
major upon college entry also undergo changes of major, 
although at a lower rate than those who indicate indecision 
(Titley & Titley, 1982).
Undecided students drop out at higher rates than their 
counterparts (Titley & Titley, 1982). This may be explained 
by a lack of focus. Confused intentions, over a long period 
of time, can lead to student dropout (Bean, 1982).
Frequent periods of indecision and vacillation may also 
indicate inconsistencies. According to Holland's 
Consistency Theory (1973), a student's internal consistency 
in major choice is related to persistence, achievement, and 
other behaviors indicative of consistency.
Racial differences in choice of college major have been 
noted by Braddock (1981), Astin (1982), Nettles (1988) and 
the National Research Council (1989) in choice of college 
major. They note higher rates of enrollment for Blacks in 
the fields of business administration, education, and social 
sciences, and lower rates in those of engineering, arts and 
humanities, and physical and natural sciences.
Gender differences by race in college major field 
(categorized according to Holland's scales for career
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orientation) are noted by Braddock (1981). Black men, 
compared with White men, more often selected majors that 
were realistic (vocational fields) and enterprising 
(business, marketing, and law). Black females, compared to 
White females, more often selected majors with a social 
orientation (health services, home economics, social and 
behavioral sciences).
Additionally, choice of major for Black men and Black 
women differ also by institutional types based on 
predominant race. Business and technical fields are more 
often selected by Black men in Black institutions, whereas 
health fields, social science, and mathematics are more 
often the choice of Black men in White institutions (Astin & 
Cross, 1987). Similar differences are noted for women, by 
race. Black women in Black colleges more often select 
business, education, and humanities, whereas those in White 
colleges more often select biology, humanities, and social 
sciences (Astin & Cross, 1987).
Eagle et al. (1988a) noted that among the seniors of 
1980, more women than men enrolled in programs that are 
traditionally held by women. These choices of major may be 
indicative of gender disparities in employment opportunities 
and in career orientations supported by family, educational, 
and social structures (Blackwell, 1981). Psychological and 
social differences in the development of individuals, by 
gender, may also contribute to disparities (Fleming, 1984).
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Differences in College Participation by Age
Many students delay entry into higher education (Astin, 
1982; Eagle et al-, 1988a, 1988b; Tinto, 1987; U.S. 
Department of Education, as cited by Bean and Metzner,
1985). "Institutional, curricular, political, economic, and 
social factors" (p. 456) are identified by Bean & Metzner 
(1985) as contributing factors in enrollment increases of 
students who are age 25 and older. The National Institute 
of Education (as cited by Bean & Metzner, 1985) finds that 
"Of the 12 million college students enrolled today, over 
half of the undergraduate students are women, 2 of 5 are 
over 25 years old, more than 40% attend college part-time, 
and 1 of 6 is a member of an ethnic minority groups"
(p.486).
Age differences may relate indirectly to student 
dropout (Bean & Metzner, 1985). (Older) Students, age 25 
and over, entering college are more likely to be married, 
commuting, working full-time, and attending part-time 
(Astin, 1982; Bean & Metzner, 1985; Lenning, Beal, & Sauer, 
1980; Solomon & Gordon, 1981; Tinto, 1987). These 
conditions pose problems which may interfere in the 
student's academic and social integration into college (Bean 
& Metzner, 1985; Tinto, 1987). Responsibilities related to 
work and family, community involvements, and off-campus 
living, which often characterize the older student, are not 
conducive to social integration within the campus
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environment. Additionally, lack of time for study and 
psychological attention to non-academic problems contribute 
to academic difficulties (Tinto, 1987).
Intention (Bean, 1980), however, may be especially 
relevant for older students (Bean & Metzner, 1985). They 
are more certain of their academic major than are their 
younger counterparts (Solomon & Gordon, 1981). Those with 
either first-time entry or reentry status are also more 
likely to enter college for the sake of learning, as opposed 
to the more external motivations of traditional students 
(Gordon, 1982).
Differences in College Participation by ACT Assessment 
The ACT "measure(s) abilities in the subject areas 
traditionally identified with college and high school 
programs: English, mathematics, social studies, and natural
sciences." (American College Testing Program [ACT], 1983, p. 
10). The Scholastic Aptitude Test (SAT) is a similar 
test.
Although there are indications that pre-college 
achievement tests relate to college dropout (Tinto, 1987), 
controversy exists over the use of such tests for admissions 
and other decisions (Morris, 1981; Owens, 1985). Owens 
emphasizes the uselessness of a brief testing session, such 
as the SAT, for major decisions. He refutes both the 
"soundness of multiple choice tests" and "holistic grading" 
practices (p. 18), supported as valid indicators of aptitude
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by ETS, publishers of the SAT. Owens suggests the use of a 
long-range perspective of achievement instead of a quickly- 
administered standardized test of "aptitude".
Other researchers indicate the inappropriateness of 
standardized tests, particularly for Black students. Morris
(1981) found that although most institutions use other 
measures as well as standardized tests, testing has a 
negative effect on the admissions of Black students.
Madere (1989) supports the inappropriateness of most 
standardized tests for use with some Black students. In 
synthesizing research on differences in vocabulary and 
syntax between Blacks and Whites, Madere notes differences 
in structuring knowledge and releasing information: Blacks
tend toward (a) the dialectical rather than the taxonomic 
approach, (b) curvilinear rather than linear relationships 
between objects, and (c) more kinesthetic than figural 
sensitivity. When an algorithm has been learned, Blacks and 
Whites have similar performance; however, differences are 
noted in the use of heuristics to develop an algorithm. In 
Blacks, the dominant criterion for releasing information is 
aperture rather than closure, an interference in taking many 
types of tests. Madere suggests new forms of assessment 
which tap kinesthetic rather than figural modality.
On the other hand, several researchers (such as Gossman 
et al., 1982, and Pascarella & Terenzini, 1980) have 
supported the positive relationship between high measures on
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ACT or SAT and college persistence. For example, Pascarella 
and Terenzini (1980) found a direct relationship between the 
SAT and college grades, academic integration, increased 
commitment, and the dropout/persistence decision. However, 
research designs may not examine differential effects on 
Black and White students.
ACT (1983) relates the ACT to other variables.
Subgroups (based on gender, age, racial/ethnic background, 
institutional type, control, and regional location) are 
found to differ in ACT test scores (ACT, 1983).
Nationally, (on three subtests) men score higher than women- 
-approximately 2.5 score units in mathematics, 2.2 score 
units in natural sciences, and 1.6 score units in social 
studies. Women nationally average approximately 1.3 score 
units higher than men on the English subtest.
Age differences are also noted by ACT (1983).
Students, ages 17 to 19, have the highest mean ACT composite 
score (19.1) at matriculation, followed by those from 26 to 
35 years in age (15.7), 36 or older (15.1), then 20 to 25 
(14.5).
Mean scores on the ACT appear positively related to 
family income. Higher scores are noted by ACT (1983) on all 
subtests for those with family incomes over $20,000 than for 
those with family incomes under $6,000. Differences are 
greatest on the mathematics subtest, followed in order by 
those in the natural sciences, English, and the social
47
sciences. A comparison of these two groups indicates a 4.9 
score unit difference (19.6 compared to 14.7) in English, a 
7.3 unit difference (19.7 compared to 12.4) in mathematics, 
a 4.4 unit difference (19.6 compared to 13.2) in social 
studies, and a 5.4 unit difference (22.8 compared to 17.4) 
in natural sciences.
Racial/ethnic groups have marked differences in the ACT 
composite score (ACT, 1983). Students who identified 
themselves as Caucasian American/Whites have the highest 
mean composite score (19.9) and are followed in order by 
Oriental Americans (18.9), Puerto Ricans or Spanish-speaking 
Americans (16.6), American Indians/Native Americans/ 
Aleutians (14.5), and African-Americans/Blacks (12.7).
ACT (1983) also notes differences in composite scores 
of students enrolling among selected institutional types. 
Generally, enrollment in colleges that are privately- 
controlled and/or offering higher level degrees enroll 
students with higher ACT composite scores. Students 
enrolling in private PhD level colleges have the highest 
mean composite score (22.9) and are followed in order by 
those enrolling in public PhD level colleges (20.6), 
private master's level colleges (20.0), private four-year 
colleges (19.4), public master's level colleges (17.6), 
private two-year colleges (16.3), public four-year colleges 
(16.2), and public two-year colleges (15.5).
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Regional patterns exist in ACT composites of college 
enrollees (ACT, 1983). Highest scores are evident for 
students enrolling in Rocky Mountains/Great Plains and 
Midwest colleges (average of 19.7-20.1), as compared with an 
approximate average of 18.6 to 18.8 for those enrolling in 
East/Northeast and West Coast colleges and 17.1 for those in 
the Southwest and South/Southeast.
Differences in College Participation by Developmental 
Program Participation
The participation of entering freshmen in developmental 
(remedial) courses and programs is widespread (National 
Center for Education Statistics [NCES], 1985). In this 
context, the term "developmental" is used synonymously with 
the term "remedial" to denote deficiencies in skills that 
are required to perform college-level work. Generally, 
skills in the areas of reading, writing, and mathematics are 
the focus of remediation efforts in higher education (NCES, 
1985). In 1983-84, according to NCES (1985), at least one 
remedial mathematics course was scheduled by 25 percent of 
all entering college freshmen; a remedial writing course, by 
21 percent; and a remedial reading course, by 16 percent. 
That year, 82 percent of all institutions in the national 
study offered at least one remedial course.
Developmental courses and programs are institutional 
responses to the academic unpreparedness of enrolling 
freshmen (Southern Regional Education Board [SREB], 1987).
49
Although remedial offerings have existed in higher education 
since the 19th century, these offerings have expanded since 
1970 (SREB, 1987).
Several factors contribute to the growing academic 
unpreparedness of entering college students. These factors 
include (a) the low participation rate of high school 
students in college preparatory programs, (b) the increase 
in the percentage of high school graduates attending 
college, (c) the increase in the college enrollment of 
students with learning disabilities and other handicapping 
conditions, (d) the wider range of aptitudes and backgrounds 
of entering students, and (e) a greater openness, in 
general, to the college admission of underprepared students 
(SREB, 1987).
The persistence and achievement of developmental 
students differ from those of students who enter college 
without needs for remediation of basic skills (Tinto, 1987). 
Lower rates of achievement have been noted nationally (NCES, 
1985) and locally (Louisiana Board of Regents, 1985). This 
can be explained by the lower scores on college entrance 
tests and evidence of weaker academic backgrounds for 
developmental than for non-developmental students (NCES, 
1985). These characteristics relate positively to college 
dropout (Tinto, 1987).
Although remedial courses exist at all levels of higher 
education, differences in remedial offerings exist among
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institutional types. Public, two-year, and open enrollment 
schools are more likely both (a) to offer remediation and 
(b) to offer more remedial courses than their counterparts 
(NCES, 1985). Open enrollment, in this context, refers to a 
policy of admission whereby all high school graduates and 
those with equivalent status are accepted. Students with 
academic deficiencies are more likely to be accepted in 
schools that have a policy of open enrollment (NCES, 1985). 
Differences in College Participation by Transfer Status
Transfer from one institution to another may have 
positive or negative effects on an individual's college 
persistence. Tinto (1987) supports the significance of 
student-institution "fit" in the dropout/persistence 
decision, relating academic and social interaction between 
the student and the institution to the student's level of 
commitment. He further identifies advantages of transfer 
to institutions that more closely facilitate the student's 
academic and social integration into the institutional 
environment. Tinto also acknowledges the potential for 
negative influences, such as re-adjustment to a new 
environment, on transfer related to persistence.
Dougherty (1987) also identifies disadvantages of and 
deterrents to transfer, particularly from a two-year to a 
four-year college setting. He cites, as barriers to the 
student's transfer, (a) anxiety about expectations from the 
new environment, (b) fear of failure and losing academic
credits, and (c) difficulties in implementing the procedures 
(such as timely applications for admissions, transcript 
evaluations, etc.) that transfer necessitates.
Additionally, he observes that once the student transfers, 
differences in curricula and course sequence pose additional 
barriers that negatively relate to adjustment in the new 
setting. (Institutional type differences in transfer, such 
as transfer from two-year to four-year college settings, are 
explained in later sections.)
Differences in College Participation bv Institutional Type 
Institutional type generally identifies institutional 
differences in student characteristics, missions, and 
components (Carnegie Commission, 1977) that comprise the 
educational environment. The student's interaction with the 
this environment contributes to new levels of student 
commitment and the dropout/persistence decision (Tinto, 
1987), thus indirectly relating institutional type to 
dropout.
Another indirect relationship with institutional type 
and student dropout may be that of institutional 
characteristics, as shown by Anderson (1984b), Gossman et 
al. (1983), and Velez (1985). Institutional quality is one 
such area for examination. Quality is perceived as 
prestige, thus having a greater effect on a student's 
commitment to the institution (Kamens, 1970; Nettles, 1988).
Several characteristics associated with higher quality 
(greater selectivity, higher tuition, and greater fiscal 
appropriations) are positively related to student 
persistence (Astin, 1982; Anderson, 1984b) and are more 
prevalent in four-year or predominantly White institutions 
than they are in two-year or predominantly Black 
institutions (Anderson, 1984b; Nettles, 1988). By this 
assessment, many Black students enroll in institutions of 
lesser quality (Anderson, 1984b; Astin, 1982; Blackwell, 
1981; Nettles, 1988), which have less within the institution 
to attract and hold them.
Differences between Institutional Types, based on 
Degrees Offered. Two-year colleges have higher rates of 
dropout than four-year institutions (Astin, 1975; 1982; 
Cohen, 1982; Anderson, 1984b; Velez, 1985). These higher 
rates at two-year colleges apply to Black students and White 
students (Astin, 1975; Anderson, 1984b).
Variance in the dropout rates of two-year and four-year 
public institutions also may be explained (as well as by 
institutional characteristics) by differences in the student 
population which enroll at each type (Astin, 1982; Astin & 
Cross, 1981; Gossman et al, 1983). Public two-year colleges 
are generally characterized by a larger percentage of 
students with lower achievement, lower social status, high 
financial need, off-campus employment, and commuter status 
(Astin, 1982; Cohen, 1982; Anderson, 1984b). These student
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characteristics relate to higher college dropout (Astin, 
1982; Astin & Cross, 1981; Velez, 1985) and are not offset 
by the smaller class sizes, remedial offerings, and support 
services that are integral to the structure of two-year 
colleges (Cohen, 1982; Williams, 1990).
Given students of like characteristics, those who enter 
the two-year colleges generally experience a higher rate of 
departure than do their counterparts entering four-year 
institutions (Velez, 1985; Eckland, cited by Tinto, 1987). 
Astin (1975) found that controlling for student drop-out 
proneness, student financial aid, work situation and 
freshman residence, students in four-year institutions had a 
greater degree of academic persistence.
Intention, however, may be a contributing factor to 
differences in dropout (Bean, 1980; Pascarella et al.,
1983b). Many students entering public two-year colleges 
have goals which are lower than degree completion and may 
withdraw prior to graduation having satisfactorily completed 
their goals (Bean, 1980; Cohen, 1982). (Dropout in this 
example is not a negative effect.)
Dougherty (1987) found that aspirations may have 
different effects from two-year to four-year institutional 
settings. Students aspiring to a baccalaureate degree and 
entering a two-year college attained less educationally and 
economically than their counterparts entering a four-year 
institution. This relationship was reversed, however, for
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those having lower aspirations (than a baccalaureate); they 
attained more when entering a two-year than a four-year 
institution.
Disadvantages related to transfer may deter further 
educational attainment for two-year college enrollees aiming 
toward a baccalaureate degree. Dougherty (1987) identified 
factors that serve as hindrances to successful transfer from 
two-year to four-year institutions, a necessary condition 
for the baccalaureate degree. Among these are the lower 
regard of the four-year institutions to two-year college 
transfers, frequent loss of credit, poorer preparation for 
the advanced classes, difficulty getting financial aid, and 
difficulty adjusting to a new and unfamiliar school.
The environment of the two-year college may also 
contribute to a lessening of intention to persist (Clark, 
1960; Dougherty, 1987). This may be explained by greater 
exposure to students with a dropout or vocational 
orientation and by discouraging academic processes, such as 
articulation problems (Clark, 1960; Dougherty, 1987). 
Anderson (1984b) also found that effects due to 
institutional type are mediated by lower goals, by 
discouraging peer influences, and by non-campus employment 
for students in two-year colleges.
Since living on campus is related to persistence 
(Pascarella et al., 1983; Velez, 1985), the commuting 
lifestyles typical of two-year college enrollees may also
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increase the influence of home and other distractions, 
producing negative effects on integration (Pascarella,
Smart, and Ethington, 1983; Dougherty, 1987). Dougherty 
identifies the two-year college's lack of residence halls as 
also limiting faculty-student contact, extracurricular 
participation, and overall campus satisfaction— all factors 
that relate to persistence (Tinto, 1987).
Differences between Institutional Types. Based on 
Predominant Race. Predominant race, as a basis for 
institutional type, is related to student dropout for Black 
students (Astin, 1977; Thomas, 1981; Cross & Astin, 1981; 
Gossman et al, 1983; Fleming, 1984; Anderson, 1984b). 
(Although several historically Black colleges now have 
predominantly White enrollment, few researchers have 
addressed the effects of other-race institutions on White 
students.) Nevertheless, inconsistencies are apparent in 
research on persistence of Black students in Black 
institutions. Some studies (Astin, 1977; Cross & Astin, 
1981) indicate a positive relationship between Black student 
persistence and attendance of predominantly Black 
institutions. Other studies, cited in the next paragraph, 
indicate a reversal of this relationship, especially in 
public institutions.
Although Black students attending predominantly Black 
institutions make higher grades (Astin, 1982; Anderson, 
1984b; Fleming, 1984), this condition does not necessarily
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lead to higher rates of persistence (Astin, 1982; Gossman et 
al., 1983). Enrollment in colleges and universities that 
are privately controlled contribute to persistence, but 
enrollment in publicly controlled, predominantly Black 
institutions have negative effects on Black student 
persistence (Astin, 1982; Fleming, 1984; Nettles, 1988).
This may be explained by the lower levels of selectivity and 
the greater enrollment of students with lower pre-college 
achievement in public than private institutions.
Although the rate of Black student graduation is lower 
in Black than White public institutions, Black students may 
experience more personal development in Black institutions. 
Fleming (1984), Stikes (1984), and Nettles (1988) noted 
greater satisfaction, psychological development, and 
intellectual growth by Blacks in Black than White 
institutions.
Some changes in the enrollment trends of Black students 
in predominantly Black institutions may have implications 
for dropout. Astin (1982) noted differences from 1977 to 
1982, in which proportionately more Blacks enrolled in 
predominantly White institutions and suggested the 
possibility of greater Black student satisfaction in those 
that were predominantly White.
However, recent increases in the return of Black 
students to predominantly Black institutions (Ruth, 1989; 
Gilliam, 1989) may now indicate their disillusionment with
predominantly White institutions and greater attraction 
toward those that are predominantly Black. Additional 
funding from the Department of Education's Title III program 
and from the United Negro College Fund is also enhancing 
Black colleges and universities (Ruth, 1989; Gilliam, 1989). 
Ruth further attributes increased enrollment to possible 
attitude changes among Black students and parents, increased 
public acknowledgement of quality at Black institutions, and 
the lack of social acceptance of Black students on the White 
campus.
The experiences of Black students differ from those of 
White students in institutions dominated by Whites. Blacks 
frequently encounter racism and ethnic isolation (Fleming, 
1984; Stikes, 1984; Loo & Rolison, 1986; Allen, 1987; 
Nettles, 1988; Belcove, 1988; McJamerson, 1989). Few White 
students are assertive in participating in the Black 
culture, attending Black cultural events, and making 
assertive steps toward intercultural exchange (Stikes,
1984). The relatively low number of Black students provides 
an unfamiliar racial mix to add to the common college 
adjustment problems experienced by all groups (Allen, 1987). 
In predominantly White institutions, academic offerings and 
extra-curricular activities are planned primarily for White 
students (Loo & Rolison, 1986). In these institutions, 
Blacks experience social discrimination, have less 
interaction with faculty, and experience overall
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dissatisfaction with college life (Fleming, 1984; Nettles, 
1987; Allen, 1987). Although they may develop stronger 
assertive and manipulative behaviors, they experience less 
intellectual growth and social adjustment in predominantly 
White institutions (Fleming, 1984).
Although Black students encounter many negative 
experiences on the predominantly White campus, positive 
attitudes are also found. Loo and Rolison (1986) found that 
both Blacks and Whites favor increasing ethnic 
representations on the campus. Allen (1987) also found that 
many Black students report expressions of concern and 
encouragement from White faculty (Allen, 1987).
Nonetheless, the Black experience on the White campus 
differs from that of the White experience (Fleming, 1984).
Generally, Black institutions provide a more nurturing 
environment for Black students than do White ones (Fleming, 
1984; Nettles, 1988). Consistent social treatment within 
the Black institution, according to Fleming, more readily 
allows for normal psychological development. Additionally, 
the more accepting atmosphere and the fewer sources of 
interracial tension allow Black students to focus more 
effectively on intellectual development. Although there may 
be grievances of incompetent faculty and classroom 
favoritism, those in predominantly Black institutions 
experience stronger bonds with faculty, improvement in
academic performance, higher occupational aspirations, and 
greater satisfaction with the academics (Fleming, 1984).
In summary, the review of selected literature 
identifies much research on both student and institutional 
characteristics that relate to student dropout from college. 
These findings are used to relate to the results of this 
investigation in the final chapter of the study.
CHAPTER III 
SETTING OF THE STUDY 
This chapter presents selected data that describe the 
undergraduate institutions of Louisiana public higher 
education and selected conditions related to their 
operation. Information about the institutions of the study 
include (a) their historical background, (b) their 
governance, and (c) designated characteristics. Selected 
conditions in Louisiana public higher education from Fall 
1982 to Spring 1988 focus on (a) admissions policies, (b) 
litigation over desegregation, and (c) formula funding.
Quantitative measures that comprise institutional 
characteristics are, for the most part, measures of the Fall 
1982 session or the 1982-1983 academic year. Statistics are 
collected through data provided by the Louisiana Board of 
Regents, literature review, and institutions.
Institutions of Louisiana Public Higher Education 
Louisiana has seventeen institutions of general public 
higher education at the undergraduate level (Verkuil, 1989), 
all of which are included in the study. These are 
distributed throughout the state and, in some cases, have 
names that suggest regional representation. The 
institutions, their locations, and common names (as 




Institutions of Louisiana Public Undergraduate 
Higher Education
Institutions
Delgado Community College in New Orleans (Delgado)
Grambling State University in Grambling (Grambling)
Louisiana State University at Alexandria (LSU-A)
Louisiana State University and Agricultural and 
Mechanical College in Baton Rouge (LSU-A&M)
Louisiana State University at Eunice (LSU-E)
Louisiana State University at Shreveport (LSU-S)
Louisiana Tech University at Ruston (Louisiana Tech)
McNeese State University in Lake Charles (McNeese)
Nicholls State University in Thibodaux (Nicholls)
Northeast Louisiana University in Monroe (Northeast)
Northwestern State University in Natchitoches (Northwestern)
Southeastern Louisiana University in Hammond (Southeastern)
Southern University at Baton Rouge (SUBR)
Southern University at New Orleans (SUNO)
Southern University at Shreveport/Bossier City (SUSBO)
University of Southwestern Louisiana at Lafayette (USL)
University of New Orleans at New Orleans (UNO)
Source: The data are from "Special master's final report
and proposed order (In re United States v. State of 




Louisiana began public higher education in 1860 with 
the beginning of the first state university, that which was 
eventually to be known as LSU A&M. [The primary source of 
this section is McMillan (1985). Other sources are 
designated.] Four other institutions were begun within the 
next 40 years; and the remainder, after the turn of the 
century.
Many similarities exist in the historical development 
of the institutions. The two oldest, LSU A&M and SUBR, were 
established as land grant colleges, each emerging as the 
head of a system comprised of a main campus and branch 
campuses. The branch campuses were designed to offer two- 
year programs leading toward eventual completion on the main 
campus. As enrollment and demands for four-year programs 
increased, some branch campuses of LSU A&M also achieved 
four-year status and separated, administratively, from 
Louisiana State University. Most of the other institutions 
were begun as specialized schools or institutes, later 
receiving expanded missions to offer four-year and graduate- 
level programs.
Additionally, by social and legal tradition at the 
time, some institutions were established for White students 
and others for Black students. Since Black students were 
barred from attendance in the "White" institutions, the 
state established specific colleges for Blacks. As can be
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noted, by examination of colleges, the time of their 
establishments, their missions, and their locations, 
institutions that are predominantly Black are in close 
proximity to a predominantly White institution, established 
in the same period, and having a similar mission.
The first institution established was LSU A&M as the 
Louisiana State Seminary of Learning and Military Academy in 
Pineville. In 1869, it was moved to Baton Rouge and 
combined with the Agriculture and Mechanical College, 
previously from New Orleans. With this organizational 
nucleus, LSU A&M has grown into the state's largest 
multipurpose institution offering a broad range of graduate 
and undergraduate academic offerings.
The second state institution of higher education to be 
established was Southern University and Agricultural and 
Mechanical College in Baton Rouge (SUBR), begun in 1881.
Hall (1973) indicates that SUBR was established through a 
law passed in 1880, which allocated funds for the public 
higher education of Blacks. The law also provided for a 
board of trustees to govern the institution. Originally 
begun in New Orleans to provide "college instruction and 
industrial normal training" (p.Ill), the college was 
reorganized in 1890 and relocated to Baton Rouge in 1915.
It now consists of a law school as well as graduate and 
undergraduate units, offering a broad range of curricula.
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The establishment of Northwestern followed in close 
succession when it was begun in 1884 as a two-year normal 
school; it became a four-year institution in 1918. Now it 
offers some graduate, as well as undergraduate programs.
Two institutions were started in the 1890's. In 1894, 
the Industrial Institute and College of Louisiana, now known 
as Louisiana Tech University, was founded. Four years 
later, USL was begun as the Southwestern Louisiana 
Industrial Institute. As its academic offerings were 
expanded, USL was renamed several times; in 1921, as a 
senior college, to the name Southwestern Louisiana Institute 
of Liberal and Technical Learning; in 1960, as a university, 
to its present name.
Shortly after the turn of the century (1901), Grambling 
was established as an industrial school. It became a junior 
college in 1928, a four-year college in 1940, and a state 
university in 1975. It, also, was established for Black 
students.
Delgado was established in 1921 as the Isaac Delgado 
Central Trades School and was later renamed and expanded to 
include additional programs. Now, as a two-year college, 
Delgado provides traditional college courses, as well as 
technical and vocational programs.
Other institutions were begun in close succession to 
Delgado. Southeastern was established in 1925 and its 
four-year curricula were first offered in 1937. Northeast
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opened in 1931. It served as a junior college until it 
became a four-year institution in 1950.
McNeese was also opened to serve as a two-year college. 
However, when it was established in 1939, it was a division 
of Louisiana State University. In 1950, it became a four- 
year institution and was placed under separate 
administration.
Like McNeese, Nicholls was also established to serve as 
a two-year branch of Louisiana State University. Begun in 
1948 with this mission, Nicholls soon achieved four-year 
status and a separate administration in 1956.
That same year (1956), two new institutions opened in 
New Orleans as branch campuses. One was Louisiana State 
University, New Orleans, now known as the University of New 
Orleans (UNO). The other was Southern University, New 
Orleans (SUNO). By 1961, UNO was graduating students in 
four-year programs and by 1974 was given its present name. 
SUNO remains a branch of Southern University.
Four additional branch campuses were established from 
1959 to 1967. Linked to Louisiana State University, LSU-A 
opened in 1960; LSU-E, in 1967; and LSU-S, in 1967 to offer 
basic two-year programs. One of these, LSU-S, was later 
authorized in 1974 to have four-year programs. SUSBO was 
established in 1967 to offer two-year programs and as a 
branch campus of Southern University (SUBR). The latter 
institution, like SUBR, aimed to serve Black students.
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Governance of Institutions
As specified in the revision of the Louisiana 
Constitution in 1974, each institution of public higher 
education is governed by the Louisiana Board of Regents and 
one of three other bodies having direct management 
authority, according to Verkuil (1989). Each board has 
generally-assigned responsibilities in overseeing 
institutions; however, some college administrators note the 
boards' inconsistencies between assigned and executed 
responsibilities in certain areas of management.
The Louisiana Board of Regents oversees all public 
institutions of higher education in matters related to 
academic program offerings (Verkuil, 1989). Generally, it 
participates in planning, coordinating, and reviewing 
budgets and academic activities of each institution.
Each of the three management boards has authority over 
and oversees a number of designated institutions. One of 
the three boards, the Louisiana State University Board of 
Supervisors, oversees LSU A&M, LSU-A, LSU-E, LSU-S and UNO. 
The Southern University Board of Supervisors oversees SUBR, 
SUNO, and SUSBO. The remainder of the institutions 
(Delgado, Grambling, McNeese, Nicholls, Louisiana Tech, 
Northeast, Northwestern, Southeastern, and USL) are governed 




In this section, colleges and universities are 
described by (a) variables selected by Anderson (1984) 
because of their potential relationship to college student 
dropout, (b) statistics in the Statewide Student Profile 
System (data collected by the Louisiana Board of Regents) 
and the Executive Budget, State of Louisiana, and (c) the 
variables of the study. These characteristics reveal both 
common features and institutional differences in Louisiana 
public higher education.
Table 2 identifies the total enrollment (Enrlmt) of 
institutions and the following characteristics of the total 
enrollment: percentage who are Black (%Black), percentage
who are state residents (% LaRs), percentage who are 
graduate students (% Grad), percentage who receive financial 
aid (% FnAd), and percentage living on campus (% LvCp).
As can be observed from Table 2, the institutions of 
this study vary in regard to most variables. Enrollment 
differs notably with the largest institution having 
approximately 30,000 students, followed by two at 
approximately 16,000, two at approximately 11,000, six from 
5,000 to 10,000 students, and six under 5,000. Four 
institutions are predominantly Black, having a rate of Black 
student enrollment from 83% to 99% of total enrollment. The 
predominantly White institutions have a broader range (6% to 
36%) of Black student enrollment. All institutions have a
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Table 2
Institutional Characteristics Based on Total Enrollment
Institutions Enrlmt %Black %LaRs %Grad %FnAd %LvCp
LSU A&M 30,275 6 84 20 __a 23
UNO 16,136 16 96 16 55b 4
USL 15,832 14 82 18 21 21
Northeast 11,075 20 88 15 42 32
La Tech 11,050 10 81 19 12 35
Southeastern 9,529 12 97 34 7 25
SUBR 9,177 83 75 10 83 33
Delgado 8,733 36 94 12 40 0
McNeese 7,350 15 93 24 21 14
Nicholls 7,226 13 96 16 18
Northwestern 6,480 20 95 25 a 20
LSU-S 4,280 8 78 19 22 0
Grambling 3,970 97 68 9 85b 81
SUNO 2,443 83 96 5 80b 0
LSU—A 1,706 11 99 19 29b 0
LSU-E 1,560 16 99 22 6 0
SUSBO 694 99 94 21 __a 0
Note. Institutions are ranked according to total enrollment 
size. Enrlmt = total enrollment; %Black = percent Black; 
%LaRs = percent who are state residents; %Grad = percent who 
are graduate students; %FnAd = percent who receive financial 
aid; %LvCp = percent who are living on campus.
a no response. b an approximate rate provided by the 
institution.
Source: Statistics on financial aid and living on campus
are derived from a written or telephone survey to 
institutions. Other data come from the Statewide Student 
Profile System, State of Louisiana Board of Regents (1983).
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high enrollment rate of in-state students; eleven 
institutions have more than 90% of their total enrollment 
comprised of Louisiana residents. Grambling has the 
smallest percentage (68%) of Louisiana residents.
On-campus residence applies to one third or fewer 
students at all campuses, except Grambling, which has an 
exceptionately high (81%) rate of students on campus. The 
four two-year colleges have no residential opportunities.
Rates of financial aid recipients also differ among the 
responding institutions. Three institutions, Grambling, 
SUBR, and SUNO, have rates that equal or exceed 80%. Other 
institutions have lower, but also markedly differing rates 
ranging from 55% for UNO to 6% for LSU-E. Responses are 
lacking for several institutions.
The institutions can also be examined by the variables 
that describe the sample in this study. Table 3 provides 
institutional enrollment in the sample, and the following 
descriptions of the sample: percentage of Black students
(%Black), percentage of female students (%Female), 
percentage of students over 19 years of age (%>19), and the 
mean ACT composite score (ACT).
Sample size compared with total enrollment ranges from 
24% for LSU-A and SUSBO to 7% for Delgado. Generally, a 
four-year institution may expect annually to admit a lower 
rate of its enrollment than a two-year institution.
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Table 3
Institutional Characteristics Based on Sample Statistics
Institutions Size %Enrl %Black %Female %>19 ACT
LSU A&M 4,300 14 10 52 3 19.4
USL 2,207 14 42 50 7 16.1
UNO 1,751 11 30 53 9 16.3
Southeastern 1,600 17 10 54 8 15.5
Northeast 1,527 14 25 57 8 15.7
La Tech 1,522 14 11 44 4 18.4
Nicholls 1,362 19 14 50 11 15.1
SUBR 1,166 13 100 55 6 10.6
McNeese 1,149 16 16 52 8 15.7
Delgado 622 7 57 45 34 10.5
Grambling 581 15 100 57 5 10.2
Northwestern 508 8 31 62 99 15.3
LSU-A 405 24 11 56 16 15.5
LSU-S 404 9 7 50 9 18.2
SUNO 322 13 98 67 29 9.0
LSU-E 263 17 10 53 8 16.3
SUSBO 166 24 100 67 1 9.7
Note. Institutions are ranked according to sample size.
Size = sample size; %Enrl = (sample) percent of total 
enrollment; %Black = percent of sample who are Black; %Fml = 
percent of the sample who are female; %ol9 = percent of the 
sample who are over 19 years of age; ACT = mean ACT 
composite score.
Source: Statistics are derived from magnetic tapes provided
by the Louisiana Board of Regents.
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The predominantly Black institutions have from 98% to 
100% of the sample comprised of Black students. Another 
college, Delgado, has an entering sample which is 
predominantly Black (57%), although Delgado's total 
enrollment is predominantly White (64%). Most institutions 
have a higher rate of Black enrollment in the sample than in 
the total enrollment, possibly indicating higher rates of 
leaving after entry for Black students.
Other characteristics can be used in comparison. 
Percentages of female students are equal to or greater than 
percentages of male students in all but two institutions, 
Delgado and La Tech. Students over age 19 are a minority in 
the sample, with three fourths of institutions having single 
digit rates in this age category. Northwestern has a 99% 
rate of students over age 19; a closer scrutiny of this 
group reveals an unexplained heavy concentration of students 
with 1961 as a date of birth. Delgado, SUNO, and Grambling 
lead other institutions in rates over 19 years of age.
Table 4 provides for each institution the actual total 
expenditures (Budget) authorized by the state for 1982-83 
and expenditures per student. The latter is provided in two 
forms: (SB/EnStu) per enrolled student (headcount 
enrollment) and (SB/FtEq) per full-time equivalency, which 
is computed on the basis of 12 semester hours for full-time 




Institutional Characteristics Based on Fiscal Resources
Institutions Budget SB/EnStu SB/FtEq
LSU A&M 117,342,688 3,869 4,555
USL 41,842,726 2,698 3,123
UNO 40,651,497 2,622 3,089
La Tech 34,498,039 3,246 3,582
SUBR 33,873,758 3,550 3,887
Northeast 31,637,749 2,782 3,351
Southeastern 23,682,471 2,496 3,091
Northwestern 20,516,059 3,147 3,601
McNeese 20,255,924 2,763 3,402
Nicholls 19,925,892 2,823 3,293
Grambling 17,477,738 4,454 4,566
Delgado 15,198,214 1,805 2,869
LSU-S 9,502,047 2,284 3,570
SUNO 8,631,136 3,142 3,905
LSU-A 4,476,533 2,719 3,805
LSU-E 3,374,309 2,194 4,080
SUSBO 3,086,763 3,720 3,650
Note. The total budget includes (a) direct funds from the 
state general fund and (b) interagency transfers (which 
include fees and self-generated revenue, statutory 
dedications, emergency board funds, and federal funds) from 
the state general fund. Budget = total expenditures 
authorized by the state; SB/EnStu = expenditures per 
student (headcount); SB/FtEq = expenditures per full-time 
student equivalency.
Source: Statistics are the actual budgets for the 1982-83
academic year, as provided in the 1984-85 Executive Budget, 
State of Louisiana (Request System, Revenues and 
Expenditures by Object and by Function, Request for Fiscal 
1984-85).
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Fiscal resources vary greatly among institutions, as 
indicated in the total budget of institutions (Table 4). 
Differences among institutions are much smaller, however, 
when the total budget is averaged by student enrollment 
based on full-time equivalency. The higher per-student 
costs (in most institutions) for full-time equivalency than 
for headcount indicates the strong presence of part-time 
students, inflating headcount and lowering per-student costs 
in this category. The greatest discrepancy between the two 
per-student calculations is found for LSU-E, and the least 
is found for Grambling. One institution (SUSBO) has a lower 
cost per headcount than per full-time equivalence.
The rank order of institutions, based on total degrees 
granted in academic year 1982-83, parallels their rank based 
on fiscal resources (see Table 5). However, greater 
institutional variance can be observed in numbers of degrees 
granted than in budget allocations. [It should be noted in a 
joint examination of budgets and degrees granted that there 
are differences in types of degrees and in special 
institutional missions (such as for research, technical 
training, or programs for at-risk students) that may impact 
fiscal needs.
As a whole, Table 5 reveals that institutions with the 
larger numbers of degrees granted award more that are beyond 
the baccalaureate level. Those with lower rankings have a 
proportionately larger number of degrees that are associate.
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Table 5
Institutional Characteristics Based on Degrees Granted
Institutions Asso Bach Mast Spec Doc TOTAL
LSU A&M 0 3218 793 46 208* 4265
USL 95 1589 235 5 10 1934
La Tech 197 1389 331 7 9 1933
UNO 15 1080 400 0 20 1515
SUBR 11 931 269 0 278* 1489
Northeast 83 1096 246 10 2 1437
Northwestern 254 553 206 3 13 1029
Southeastern 117 731 142 28 0 1018
McNeese 104 620 195 12 2 933
Nicholls 290 507 91 1 0 889
Delgado 668 0 0 0 0 668
Grambling 37 425 75 0 0 537
LSU-S 29 303 53 0 0 385
SUNO 18 200 0 0 0 218
LSU-E 101 0 0 0 0 101
LSU-A 77 0 0 0 0 77
SUSBO 26 0 0 0 0 26
Note. Statistics are for the 1982 -83 academic year. Asso
= associate; Bach = bachalaureate; Mast = master's; Spec = 
specialist; Doc = doctorate.
* The LSU A&M number of doctorates includes 76 graduates of 
the law school, and the SUBR number of doctorates is 
comprised entirely of law school graduates.
Source: The 1984-1985 Executive Budget, State of Louisiana.
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Four (Delgado, LSU-E, LSU-A, and SUSBO) offered only the 
associate degree. Two, only, offered the law degree— LSU 
A&M and SUBR, the latter having only the law degree at the 
doctoral level.
Selected Conditions in Louisiana Public Higher Education 
Conditions that are selected for discussion in this 
section are addressed by the Louisiana Board of Regents 
(1988) and Verkuil (1989) as related to the rate of student 
attrition, by race and institution. Thus, the following 
discussion includes the policy of open enrollment in 
Louisiana's system of undergraduate public higher education, 
litigation over desegregation, and formula funding. Open 
enrollment (or open admissions), refers to the policy of 
college admissions whereby all those who meet minimum 
standards are accepted non-selectively. Formula funding 
refers to a method of appropriating funds based on 
enrollment data.
The Open-EnrolIment Policy
The policy of non-selectivity in college admissions 
(known as open-enrollment, open admissions, open-door) 
allows the admission into college of all students who meet 
minimum, specified entry requirements. This policy allows 
students who are relatively underprepared (lacking the 
comparatively higher measures of pre-college achievement) to 
have access to higher education.
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The open-enrollxnent policy is one of national and local 
controversy. Karabel (1972) emphasizes political and 
economical considerations, other than educational ones, that 
often motivate proponents of one policy over the other.
More extensively he addresses two political perspectives of 
open admissions, posing (a) the elitist view which aims to 
limit privileges to those who are already privileged and (b) 
the populist view which aims to reduce or eliminate status 
differences. He urges educators toward decisions in favor 
of the populist view for increased educational opportunity.
In 1982, all public institutions of higher education in 
the state had a policy of open enrollment for Louisiana 
residents who sought admission into undergraduate programs.
A review of the minimum requirements for each institution in 
1982 reveals that all of the institutions required high 
school graduation, or its equivalent, for admissions. Most 
specified that graduation be earned from an accredited high 
school and based on the state-approved standards for 
graduation. Additionally, most indicated that non-high 
school graduates over a minimum age, such as 21, be accepted 
on the basis of test scores. All institutions required that 
first-enrolling students produce ACT scores (for college 
placement and the completion of records required by the 
Louisiana Board of Regents).
More recently, some administrative groups have sought a 
policy of selective admissions. In 1987, the Governor and
some legislators publicly proposed plans to stratify 
institutions based on levels of admission requirements. In 
1989, LSU A&M requested and received approval from the 
Louisiana State University Board of Supervisors to implement 
selective standards (based on the ACT and high school 
curricula) for admission into the institution. Also in 
1989, Verkuil proposed to the court a "tiered" system of 
higher education based on different institutional missions 
and levels of selectivity. To this date, discussions and 
proposals continue, as legislators and other groups consider 
various levels of selectivity for various institutions. 
Litigation over Desegregation
Turmoil in the state's higher education system from 
1981 through the present is generally attributed to the 
state's involvement in a desegregation suit and to scarcity 
of funds. Formation of task forces and special committees, 
dissention over institutional goals, public and legal 
scrutiny of activities, statewide requirements for policy 
and program changes, and numerous budget revisions are among 
the experiences that characterize turmoil in this period.
In 1973, according to Browning and Williams (1978), 
Louisiana was one of ten states identified as maintaining 
racially segregated structures in public higher education 
and mandated to submit a desegregation plan, as required by 
the Department of Health, Education and Welfare (HEW) and 
the Civil Rights Act of 1964. The plan required
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comprehensive and statewide changes to enhance equalization 
and substantially desegregate all institutions, while yet 
preserving existing Black institutions. Eight states 
complied, Louisiana refused, and Mississippi's plan was 
rejected. Louisiana's failure to desegregate public 
colleges and universities, led to legal action (U. S. VS. 
LOUISIANA, Civil Action 80-3300-A).
In 1981 the state entered into a Consent Decree in 
settlement of this suit. The Consent Decree aimed to reduce 
the disparity between the proportion of Black students and 
White students graduating from public institutions of higher 
education. According to the Consent Decree Monitoring 
Committee (1987), the Consent Decree made five requirements: 
11 (1) the Board of Regents adopt a model developmental 
education program, (2) each institution develop a program 
based on the model, (3) the state fund approve developmental 
programs at no less than $65.65 per student credit hour, (4) 
the state continue to provide special monies for 
developmental education at predominantly Black institutions, 
and (5) the institutions and the Board of Regents evaluate 
the developmental education programs on an annual basis”
(p. 7). Although some colleges and universities resisted 
full implementation (Louisiana Board of Regents, 1983), all 
institutions complied, at least nominally, with the major 
requirements (Louisiana Board of Regents, 1987). These 
requirements remained in effect through the end of 1987.
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An evaluation conducted in 1987, however, revealed that 
the disparity in attrition rates was not adequately reduced 
by these efforts. Racial identifiability, on the most part, 
continued throughout the period of the Consent Decree 
(Verkuil, 1989).
In 1989, a panel of judges mandated further corrective 
actions (United States District Court, Eastern District of 
Louisiana, 1989). Specific structures were again required 
in Louisiana higher education. These were: (a) a single 
governing board, (b) stratified levels of admissions and 
degree offerings with specific levels assigned to each 
institution, (c) implementation of a statewide system of 
community colleges, and (d) incentives for students of the 
minority race at each college to increase racial integration 
within each institution.
At this date, however, the requirements have not been 
implemented (Cannizaro & Anderson, 1990). Shortly after the 
court's rendering of the order in 1989, a stay of execution 
was filed and maintained, delaying the execution of the 
order. In 1990, while negotiations between the state and 
the Justice Department were continuing, a district federal 
court upheld Louisiana's present system of higher education, 
basing the decision on an appeals court ruling earlier that 
year in Mississippi (Cannizaro & Anderson, 1990). General 
expectations, however, are that the Justice Department will
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further appeal the decision of the appeals court (Cannizaro 
& Anderson, 1990).
The state's involvement in legal negotiation appears to 
have stimulated legislative action. Several governmental 
groups, including the Governor and members of the 
legislature, anticipate legislation that may lead to the 
restructuring of Louisiana's public system of higher 
education (Bares, 1990).
Formula Funding and Budget Reductions
State appropriations for educational and general 
expenditures to Louisiana institutions of public higher 
education are based on a formula, recommended by the State 
of Louisiana Board of Regents and approved by the state 
legislature. The formula specifies a dollar value for 
credit-hour production in each of various categories.
The dollar value is assigned by academic discipline, 
student classification, and special criteria for higher 
funding. Generally, the higher the level of study and/or 
the more costs needed for program implementation, then the 
greater the funding for the student-credit-hour. For 
example, more funds are appropriated for student credit-hour 
production at the graduate level than the undergraduate 
level and more in an area that is considered high-cost, such 
as nursing, than in an area considered low-cost, such as 
humanities. Using this method of funding, an institution's 
enrollment directly impacts appropriations.
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Other criteria have also served as a basis for higher 
levels of funding. The Consent Decree into which the state 
entered in 1981 assigned a higher level of funding for 
developmental coursework and for predominantly Black 
institutions. The aim of this additional funding was to 
facilitate the institutional operation of developmental 
programs and further enhance programs in Black institutions.
Beginning with the Consent Decree and through this 
date, institutions receive additional funding for 
developmental programs in direct proportion to the credit- 
hour production in this category. For example, in 1990- 
1991, $84.71 is assigned per developmental course 
credit/hour and $76.00 is assigned per low cost 
undergraduate credit/hours, based on actual credit/hour 
production from 1989-90 (Louisiana Board of Regents, 1991).
Predominantly Black institutions also received funds 
that were additional to those received for the developmental 
credit-hours. For example, in 1984-85, the state budget 
included $143,294 for SUBR for other race recruitment and 
the enhancement of programs (State of Louisiana, 1984).
In summary, accounts of these conditions and the 
history and governance of institutions form a basis for 
understanding the setting of Louisiana higher education 
during the period of this study. Additionally, the 




This chapter describes the methods and procedures used 
in the study's investigation on student college 
participation. Included in the chapter are descriptions of 
the research design, population and sample, procedures for 
data collection, variables and their measurement, 
characteristics of the sample, and procedures used for data 
analysis.
Research Design 
A longitudinal design is utilized for this study. 
Variables are selected student characteristics and selected 
institutional types. Data related to student demographic 
characteristics and student academic background, enrollment, 
persistence, and achievement are examined by race, gender, 
and institutional types.
Population and Sample 
The population for this study is the group of all Black 
students and White students who are residents of the State 
of Louisiana and who enter Louisiana public higher education 
as first-time freshmen. The sample includes all students 
who entered Louisiana public higher education in Fall 1982 
and who (1) were Louisiana residents, (2) were enrolled 
full-time, (3) were of the Black or White race and (4) had 
documentation of ACT composite scores, gender, and date of 
birth. The availability through the Louisiana Board of
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Regents of longitudinal data from Fall 1982 through Spring 
1988 tracking this group's enrollment throughout the state 
contributes to the selection of this sample for the study.
Procedures for Data Collection 
Data utilized in analyses in this study are on students 
and institutions. All data on students came from records 
collected by the Louisiana Board of Regents from Fall 1982 
through Summer 1988. For each fall and spring (and winter- 
for Louisiana Tech) session, institutions were asked to 
submit a report of student re-enrollment for the purpose of 
tracking Louisiana residents enrolling full-time as first­
time freshmen in Fall 1982. (For the purpose of this study 
and consistency with the classification scheme used by the 
Louisiana Board of Regents, students initiating enrollment 
in Summer 1982 and enrolling full-time in Fall 1982 are 
categorized as entering in Fall 1982.) Variables, such as 
gender and academic major, were submitted by institutions as 
part of an ongoing reporting system to the same office.
Variables and Their Measurement 
The following variables are used in this study. Their 
operational definition and related information are also 
provided.
(1) Institutional types, by degrees granted, are based 
on curricular offerings, as identified by Verkuil (1989). 
Each student in the sample is assigned two-year or four-year
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designation to represent institutional type, by degrees 
granted, for the institution entered in Fall 1982. 
Institutional types, consequently, are categorical variables 
assigned to each student.
Four institutions are classified as two-year and the 
remaining 13, as four-year. The two-year institutions in 
the study are Delgado, LSU-A, LSU-E, and SUSBO. The four- 
year institutions are Grambling, Louisiana Tech, LSU A&M, 
LSU-S, McNeese, Nicholls, Northeast, Northwestern, 
Southeastern, SUBR, SUNO, UNO, and USL. Verkuil (1989) 
notes that SUNO maintains a large number of two-year 
programs, as well as four-year programs.
(2) Institutional types, by predominant race, are 
based on the racial composition of the student body, as 
classified by Verkuil (1989). Each student in the sample is 
assigned predominantly Black or predominantly White 
designation to represent type, by predominant race, for the 
institution of college entry.
Based on predominant-race of the student population, 
four institutions classify as predominantly Black and the 
remaining 13 classify as predominantly White. Those that 
are predominantly Black are Grambling, SUBR, SUNO, and 
SUSBO.
(3) Race is designated for each student in original 
data received by the Regents. Students in the sample are 
identified as either Black (African/American) or White
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(Caucasian/American). Thus, race in this study is a 
dichotomous variable. The classification, dichotomous, 
refers to a categorical variable having two options.
(4) Gender, a dichotomous (male/female) variable, is 
also indicated for each student in original data.
(5) Age is derived for each student from the original 
data by subtracting the year of birth from the year 1982, 
the initial year of the study. For some analyses, the 
student's age is treated as a continuous variable. For 
other analyses, the student's age is categorized, with the 
limits of each category based on those used by The American 
College Testing Program (1983). Age groups are based on the 
following limits: (a) 17-19, (b) 20-25, (c) 26-35, (d) 36+.
(6) The ACT composite score of each student is also 
indicated in original data on magnetic tape. The student or 
The American College Testing Program reports the score to 
the college or university, which, in turn, reports it to the 
Louisiana Board of Regents.
As reported by The American College Testing Program 
(1983), the ACT composite score is the arithmetic average of 
four academic subtests on the ACT Assessment. (The ACT 
Assessment is part of a more extensive compilation of 
student data for evaluation, guidance, and placement 
purposes related to college entry.) These four subtests 
measure abilities in English, mathematics, social studies, 
and natural sciences, all of which are considered areas that
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relate to college performance. The ACT composite score, 
theoretically, is a continuous score but is reported in 
integer intervals.
The ACT Assessment for 1982, according to The American 
College Testing Program (1983), is normed on a 10 percent 
national sample of the 425,630 students who took the ACT 
Assessment in the 1981-1982 academic year and were reported 
as entering college in Fall 1982. The sample is limited by 
an imbalance in states and regions that focus on the ACT, 
versus other similar pre-college tests, and by possible 
reporting errors by colleges. For example, in some sections 
of the nation, more colleges require the Scholastic 
Achievement Test, a comparable instrument, than require the 
ACT. Additionally, some colleges may not accurately report 
all enrolling students.
The ACT composite score is reported on a standard scale 
which has a range from 1 to 36 (The American College Testing 
Program, 1983). The 42,563 students in the national sample 
have a mean ACT composite score of 18.8, with a standard 
deviation of 5.9. The standard error is less than .5, so 
that a student's true score on the composite is within one 
point of the reported score.
(7) Academic major, a categorical variable, designated 
as shown in Table 6, is derived from a Higher Educational 




Categories for Academic Majors in the Study
Categories Programs of Study
Humanities/ Architecture and environmental design;
Arts area studies; communications; fine arts; 
foreign languages; law; letters; library 
science; and interdisciplinary studies, 
such as liberal arts and sciences and 
general studies
Social Psychology; public affairs and services;
sciences and social sciences, such as history, 
sociology, economics, criminology, etc.
Education Elementary education, secondary 
education, special education, student 
personnel services, educational 
administration, etc.
Mathematics/ Mathematics, biological sciences,
Sciences sciences of agriculture and natural 
resources, computer and information 
sciences, engineering, home economics, 
astronomy, etc.
Health Nursing, hospital and health care
professions administration, medicine, dentistry, 
occupational therapy, physical therapy, 
speech pathology, medical technology, 
etc.
Business Business and management administration, 
accounting, secretarial studies, 
business economics, marketing and 
purchasing, operations research, etc.
Technologies Business and commerce technologies, data 
processing technologies, health sciences 
and paramedical technologies, mechanical 
and engineering technologies, natural 
science technologies, and public service 
related technologies.
Source: Programs of study are derived from magnetic tape,
coded by classifications of Higher Educational General 
Information Statistics.
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The HEGIS code for each student is recoded to 
correspond to categories of major employed by Eagle et al. 
(1988b). The categories summarize the data and facilitate 
discussion of major.
(8) Developmental program participation is indicated 
as developmenta1/non-developmenta1, a dichotomous variable.
(9) Completion/non-completion of developmental 
courses, another dichotomous variable, is indicated for each 
student enrolling in a developmental program, as provided in 
original data received by the Louisiana Board of Regents.
(10) Transfer status is indicated as transfer or non­
transfer. This variable is derived from exit categories 
found in original data on magnetic tape.
(11) Highest classification gained, an interval 
variable, is based on credit hours of enrollment in 
undergraduate programs, as defined by the Louisiana Board of 
Regents (1981): (a) Entry classification is assigned to a 
student who has earned no credit prior to the given session, 
(b) freshman classification is assigned to students "who 
earned the equivalent of 0 to 29 semester credit hours" (p. 
4); (b) sophomore classification, 30 to 59 hours; (c) junior 
classification, 60 to 89 hours; and (d) senior 
classification, 90 or more semester credit hours.
(12) Graduation status, a dichotomous variable, is 
indicated as graduation or non-graduation for each student 
and was derived from exit categories in original data.
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Characteristics of the Sample
The sample is better defined by the variables of the 
study. Table 7 indicates selected characteristics of the 
19,855 students in this study. The number and percentage of 
students characterized by the variables of the study (race, 
gender, age, ACT, major, transfer status, developmental 
program participation, highest classification gained, and 
graduation) are included in the table.
The larger percentages of White students (73%), female 
students (52%), and students from 17-19 years of age (90%) 
comprise demographic differences in the sample. The higher 
rates of enrollment for students with these characteristics 
correlate to the national trend, as reported by Eagle et al. 
(1988a, 1988b).
Pre-college achievement differences are indicated by 
the larger percentage of students (29%) which have an ACT 
composite score in the 11-15 interval; the second highest 
(25%), in the 16-20 interval; the smallest (7%), in the 26- 
36 interval. The population differs from national norms, 
which for the Fall 1982 college-entering class had a 
composite mean score of 19.5 and standard deviation of 5.6 
(ACT, 1983).
Choice of major differs widely, as also can be seen in 
Table 7. The largest number (5188 or 26.1%) of students are 
enrolled in the humanities, arts, and literature category, 
followed by mathematics/sciences (4236 or 21.3%).
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TABLE 7




























Note. It nay be noted here the co-incidence, evident in Table 7, in the number receiving senior 
classification (6749) and the number achieving graduation (6749). Since some graduates received 
associate degrees and did not reach the senior level and not all seniors graduated, this number 
represents two separate classifications. No other explanation, but co-incidence, is apparent. 
Onkn = unknown; Hum/A = humanities/arts; SoSci = social sciences; Educ = education; H/Sci = 
mathematics/sciences; Hlth = health professions; Bsns = business; Tchn = technologies.
Source; Statistics are derived from magnetic tape generated by the Louisiana Board of Regents.
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Table 7 (Continued)

















Institutional Type by Degrees Granted
Two-Year Institutions 1456 7.3
Four-Year Institutions 18399 92.7
Institutional Type by Predominant Race
Predominantly Black Institutions 2235 11.2
Predominantly White Institutions 17620 88.8
Note. It may be noted here the co-incidence, evident in Table 7, in the number receiving senior 
classification (6749) and the number achieving graduation (6749). Since some graduates received 
associate degrees and did not reach the senior level and not all seniors graduated, this number 
represents two separate classifications. No other explanation, but co-incidence, is apparent.
Source: Statistics are derived from magnetic tape received from the Louisiana Board of Regents.
92
Together, these two categories comprise approximately one 
half (47.4%) of the student enrollment.
Variation can also be noted in Table 7 in developmental 
program participation and transfer/non-transfer status.
More students are classified as developmental (53%) than 
non-developmental (47%). Fewer students (23%) experienced 
transfer to another institution than did not transfer (77%).
Attainment rates are relatively low: 34% of the
students graduated and 34% persisted to the senior level. 
Other levels, in order of group size, are the freshman, 
sophomore, entry, and junior levels.
Enrollment by institutional types also denotes 
differences. More students enrolled in four-year 
institutions (93%) and in predominantly White institutions 
(89%). (A larger percentage of institutions, however, are 
categorized as four-year than two-year, predominantly White 
than predominantly Black.) As shown in Table 7, an 
extremely small number (8) of White students are enrolled in 
predominantly Black institutions. The largest category is 
held by White students enrolled in predominantly White 
institutions.
Relationships between the independent variables of the 
study further describe the sample. Three statistics, 
selected according to types of variables, are used to 
measure association or relationship between variables, as 
shown in Table 8. Relationships between continuous
Association/Correlation Among Independent Variables of the Study
Variables Race Sex Age ACT Major DevpP TrnfS I-DG I-PR
Race (.05)* (.51)*
Sex .10* (.00)* (.09)*
Age (.08)* (.04)* (.16)* (.08)*
ACT (.57)* (.09)* il3* (.17)* (.40)*
Major .22* .27* (.19)* (.35)*
DevpP .30* .02 (.06)* (.60)* .20*
TrnfS .01* .01* (.06)* (.03)* .05* .04*
I-Dg .09* .00 (.12)* (.15)* .55* .04* .07*
I-PR .58* .04* (.02)* (.34)* .36* .17* .04* .00
Note. DevpP = developmental program participation; TrnfS = transfer status; I-DG = type by 
degrees granted; I-Pr = institutional type by predominant race. Pearson's coefficient of 
correlation is underscored; the eta statistic can be distinguished by parenthetical enclosures; For 
eta above the diagonal, the variables listed as column headings serve as the dependent variable.
The phi coefficient has no additional markings.
variables are measured by use of Pearson's coefficient of 
correlation, which is underscored for identification in the 
table. The eta statistic, used to measure association 
between categorical and continuous variables, can be 
distinguished by parenthetical enclosures. The eta is 
computed and indicated twice, once with each variable as the 
dependent variable. (For eta above the diagonal, the 
variables listed as column headings serve as the dependent 
variable.) The phi coefficient, used to correlate variables 
that are dichotomous, can be identified in Table 8 by the 
lack of additional markings.
A low, yet significant, level of relationship is seen 
among most independent variables of the study. Correlations 
of .30 or above are observed for race with ACT (.57), 
developmental program participation (.30), and institutional 
type by predominant race (.58). Other noteworthy 
relationships are those of ACT with major (.35), 
developmental program participation (.60), and institutional 
type by predominant race (.34). Major is related to 
institutional type (.55 by degrees granted; .36 by 
predominant race).
Procedures for Data Analysis
Analysis of data is performed through the use of the 
SPSS Data Analysis System, Release 4.0 (SPSS, 1990).
Various procedures are used to respond to the questions of 
the study:
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(1) What are the selected student characteristics that 
predict academic persistence and graduation?
For this question, the sample is examined collectively 
through (a) a distribution of the variables by levels of 
persistence and by graduation status and (b) regression 
analyses. In regression procedures, dichotomous variables 
are dummy variables coded 0 and 1: race (0 = Black, 1 =
White); gender (0 = male, 1 = female); developmental program 
participation (0 = non-developmental; 1 = developmental); 
transfer status (0 = non-transfer; 1 = transfer); 
institutional type by degrees granted (0 = two-year; 1 = 
four-year); institutional type by predominant race (0 = 
predominantly Black; 1 = predominantly White). Results of 
analyses are presented in tables and narration.
Regression analyses are used for inference of 
persistence and graduation to the population. Multiple 
regression is used to predict persistence. The entry method 
is used to regress the criterion, highest classification 
gained (an interval/ratio variable), on the variables.
Tables identify the (standardized) Beta weight and its 
probability level of significance. The adjusted R2 is 
indicated for the model.
Probability of graduation is predicted through 
logistic regression, a multivariate statistical technique 
which estimates the probability of predicting a dichotomous 
variable (SPSS, 1990). Graduation status (a dichotomous
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variable) is used as the criterion and the variables of the 
study as predictors. Tables identify the Wald statistic and 
its probability level of significance.
(2) How do Black students and White students (by 
gender and choice of major) differ in college participation 
and other selected student characteristics?
The sample, divided into racial/gender groups (Black 
males, Black females, White males, and White females), is 
examined through several procedures. Distributions of the 
variables by enrollment, highest classification gained, and 
graduation status are used to observe differences between 
groups. Distributions of major by graduation status serve 
to further identify differences between racial/gender 
groups. Tables are used to display most distributions.
Regression analyses are also conducted for each 
racial/gender group. Multiple regression, with highest 
classification gained as the criterion, is repeated for each 
racial/gender group to observe differences in predictors of 
persistence among the groups. Logistic regression analyses, 
with graduation as the criterion, are conducted to predict 
probability of graduation for each of the groups, again 
observing between-group differences. The predictor 
variables in regression procedures for this response are 
race (a dummy variable coded 0 = Black, 1 = White), gender 
(a dummy variable coded 0 = male, 1 = female), age, ACT 
composite score, major, transfer status (a dummy variable
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coded 0 = non-transfer, 1 = transfer), developmental program 
participation (a dummy variable coded 0 = non-developmental, 
1 = developmental), institutional type by degrees granted (a 
dummy variable coded 0 = two-year, 1 = four-year), and 
institutional type by predominant race (a dummy variable 
coded 0 = predominantly Black, 1 = predominantly White). 
Expected parameters derived through regression are shown in 
tables and described in narrative form.
(3) How do developmental and non-developmental 
students differ in college participation and other selected 
student characteristics?
In this question, the sample is grouped by 
developmental program participation— developmental and non- 
developmental— and by racial/gender classifications. Groups 
are compared through a distribution of the variables by 
enrollment, levels of persistence, and graduation status to 
identify racial/gender differences (between developmental 
and non-developmental classifications) that correspond to 
the enrollment, persistence, and achievement of the sample. 
The variables of interest are race, gender, age, ACT 
composite score, major, transfer status, institutional type 
by degrees granted, and institutional type by predominant 
race.
Regression analyses are used for inference of 
persistence and graduation to the population, classified as 
non-developmental (coded 0) or developmental (coded 1).
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Other dummy variables are also coded 0 and 1, as indicated 
in previous responses. Multiple regression techniques 
(entry method) predict persistence, regressing highest 
classification gained on the variables of the study. 
Probability of graduation for each developmental status is 
estimated through logistic regression, with graduation as 
the criterion.
(4) How does prediction of graduation differ by 
institutional type (by race, gender, and developmental 
program participation)?
The response to this question is achieved in several 
steps and for several classifications. The sample is 
divided by institutional type (both by degrees granted and 
by predominant race) and further divided by developmental 
status and racial/gender classification. The variables that 
describe these groups are examined by graduation status to 
observe differences between classification groups.
Variables of interest are age, ACT composite score, major, 
and transfer status. Several tables display the 
distributions used and discussed in this response.
Expected parameters of persistence and achievement by 
institutional type are achieved through regression analyses. 
Multiple regression (entry method) is used for prediction of 
persistence— highest classification gained, and logistic 
regression is used for estimation of achievement—
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graduation. These criteria are also regressed on the 
variables of the study.
The following chapters display and explain results of 
the analytic procedures of this investigation. Tables are 
displayed and explained in Chapter V, organized by the 
questions of the study. A summary and discussion of each 
response is included in Chapter VI.
CHAPTER V 
PRESENTATION AND ANALYSIS OF RESULTS
The results of the study are presented in this chapter 
in both tabular and narrative forms, organized to address 
the major interests of this investigation. Each research 
question of the study is addressed in a separate section of 
the chapter, each consisting of a statement of the research 
question, tables, and narrative responses. Data are derived 
from magnetic tape, provided by the Louisiana Board of 
Regents.
Variables, except highest classification gained, are 
examined for all students in the sample (N=19,855). 
Inadequate designations of highest classification are found 
for 646 students; these are eliminated from computations of 
highest classification gained (N=19,209) in this 
investigation.
Question 1: What Are the Selected Student Characteristics
That Predict Academic Persistence and Graduation? 
Persistence of the Sample
Students persisted to various levels (Table 9). The 
largest percentage of students received senior 
classification (35%), followed by freshman (27%), 
sophomore (17%), entry (12%), and junior (8%) 
classifications. Most classification groups (by race, sex, 








Fresh Sophm Junior Senior
Achievement 
Grad Non-Grad
198553 2349 5266 3336 1509 6749 6749 13106
Race
Black 27 27 37 28 26 20 18 37
White 73 73 63 72 74 80 82 63
Gender
Female 53 50 51 53 55 54 54 51
Male 47 50 49 47 45 46 46 49
Aae
Mean 18.7 19.2 18.9 18.9 18.6 18.3 18.4 18.8
StDv 2.6 3.5 3.0 3.0 2.4 1.6 20 2.9
17-19 90 83 87 88 91 95 94 88
20-24 7 12 10 8 7 4 5 9
25-35 2 3 3 3 2 0 1 3
36+ 1 .0 1 1 .0 .0 .0 1
ACT
Mean 16.0 13.8 13.6 15.5 16.2 18.7 18.8 14.5
StDv 6.0 5.3 5.4 5.6 5.7 5.9 5.7 5.6
1-10 21 31 34 21 17 10 8 28
11-15 29 34 32 32 31 22 22 32
16-20 25 23 21 26 28 28 29 23
21-25 18 11 10 16 17 27 28 13
26-36 7 2 2 5 7 13 13 4
Mote. Fresh = freshman; Sophia = sophomore; Grad = Graduation? Non-Grad = Non-graduation; StDv = 
standard deviation.
a Numerals in this row indicate the size of the classification group in each column. Highest 
classification gained has n=19,209; 646 students had inappropriate designations and were excluded 
from statistics of highest classification gained.
Source; Statistics are derived from magnetic tape generated by the Louisiana Board of Regents.
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Table 9 (Continued)




Fresh SoDhm Junior Senior
Achievement 
Grad Non-Grad
198553 2349 5266 3336 1509 6749 6749 13106
Haior
Unkn 10 11 10 10 15 10 10 11
Hum/A 26 31 29 21 23 25 23 28
SoSci 4 4 4 4 3 4 4 4
Educ 6 5 5 5 5 7 7 5
H/Sci 21 17 17 20 21 27 27 18
Hlth 6 5 7 7 7 5 6 6
Bsns 16 13 16 17 18 17 17 16
Tchn 10 14 12 17 8 4 7 12
Devp 53 66 70 55 52 35 34 63
Trnf 23 30 28 32 21 5 19 25
Inst-DG
2-Yr 7 7 10 18 0 0 4 9
4-Yr 93 93 90 72 100 100 96 91
Inst-PR
PBI 11 11 14 10 10 11 9 12
PWI 89 89 86 90 90 89 91 88
Note. Fresh = freshman; Sophm = sophomore; Grad = graduation; Non-graduation = non-graduation; Unkn 
= unknown; Hum/A = humanities/arts; SoSci = social sciences; Educ = education; H/Sci = 
mathematics/sciences; Hlth = health; Bsns = business; Tchn = technologies; Devp = developmental 
status; Trnf = transfer; Inst-DG = institutional type by degrees granted; 2-Yr = two-year college; 
4-Yr = four-year institution; Inst-Pr = institutional type by predominant race; PBI = predominantly 
Black institution; PWI = predominantly White institution.
a Numerals in this row indicate the size of the classification group in each column. Highest 
classification gained has n=19,209; 646 students had inappropriate designations and were excluded 
from statistics of highest classification gained.
Source: Statistics are derived from magnetic tape generated by the Louisiana Board of Regents.
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Two groups, classified by ACT scores, had greatest 
persistence to the senior level. Over half of students in 
the 21-25 ACT category (52%) and the 26-36 ACT category 
(6 6%) persisted to the senior level.
Several descriptor groups had lower persistence rates 
to the senior level than other levels. Lowest rates are 
observed for students over 36 years of age (9%), followed by 
those 25-35 years of age (14%), students with ACT scores of 
1-10 (16%), technology majors (23%), Black students (25%), 
and students with ACT scores from 11-15 (30%). These groups 
had highest concentration in the entry and freshman levels.
Greater persistence rates are observed for choice of 
major in mathematics/sciences, followed by education and 
business; lowest rates are observed for technology majors. 
Other groups were more evenly distributed throughout 
persistence levels.
The multiple regression model, displayed in Table 10, 
explains .22 (Adj R2) of variance in highest classification 
gained, indicating relatively low overall predictability for 
the model. The adjusted R2 is a standardized measure of how 
well the model explains the criterion, thus how well it fits 
the data. Except for choice of major, all other variables 
in the model are significant predictors of persistence, as 
indicated by the Beta and its level of significance (p < 
.0000 or p < .0005) for each variable. The Beta is a 
standardized measure of a one-unit increase in
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Table 10




Institutional Type, Degrees Granted*’ .12**
Developmental Program Participation0 .09**






Note. Beta = standardized regression coefficient; R (Adjusted) = the adjusted coefficient of 
determination.
a Dummy coded, 0 = non-transfer and 1 = transfer. b Dummy coded, 0 = two-year institutions and 1 = 
four-year institutions. c Dummy coded, 0 = non-developmental and 1 = developmental. Dummy coded, 
0 = predominantly Black institutions and 1 = predominantly White institutions. e Dummy coded, 0 = 
males and 1 = females. f Dummy coded, 0 = Black and 1 = White.
*£<.0005. **£<.0000.
Source: Parameters are derived from magnetic tape generated by the Louisiana Board of Regents.
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the criterion for each one-unit increase in the predictor. 
The probability level (p) is a measure of confidence that 
the Beta lies within the reported interval.
The best predictor of persistence is higher ACT scores, 
followed (in order) by non-transfer status, college entry 
into a four-year institution, non-developmental status, 
college entry into a predominantly Black institution, 
younger age, female gender, and Black racial group 
membership. It should be noted that the minimum tolerance
among predictor variables pertained to ACT (tolerance =
.54), indicating a relative absence of a multicollinearity 
problem in the regression analysis.
Achievement of the Sample
Observations of achievement, as indicated by graduation 
status (see Table 9), closely parallel observations of 
persistence differences. Graduation within a six-year 
period was achieved by 34% of the sample, of which 82% were 
White, 56% were female, and 94% were 17-19 years of age.
Also a larger percentage of graduates had ACT composite 
scores in the 16-20 range (29%) and selected mathematics/ 
sciences majors (27%). Additionally, more (35%) of 17-19 
year olds graduated than did 20-24 year olds (22%), 25-35 
year olds (22%), or age 36+ (16%).
Classifying students by major, graduation was achieved 
nearly twice as often by mathematics/sciences majors (43%)
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than by technology majors (23%). Other majors were 
distributed within this range.
Probability of graduation is estimated through a 
logistic regression model, which correctly predicts 71% of 
observations. Using the forward entry method of variable 
selection, all independent variables are accepted into the 
model, as shown in Table 11. Major is treated as a 
categorical variable with the unknown category used to 
contrast the other choices of major. The Wald statistic, 
which is based on the chi square distribution, tests the 
hypothesis that the regression coefficient is 0 .
Higher ACT is the best predictor of graduation in the 
model, followed (in descending order) by non-developmental 
status, female gender, non-transfer status, college-entry 
into a predominantly Black institution, major, younger age, 
college entry into a four-year institution, and White racial 
group membership. A measure of partial correlation (R) 
between the dependent variable and each independent variable 
indicates the slightly higher correlation of ACT with the 
model (R = .17) than is measured for each of the other 
independent variables (R < .08), giving ACT a slight 
advantage in estimation of graduation, as in prediction of 
persistence. Of the significant choices of major, education 
positively estimates graduation, whereas health and 






Developmental Program Participation3 126.4**
Gender*1 111.4**
Transfer Status0 94.5**










Institutional Type, Degrees Granted^ 14.4**
Race^ 9.1**
Predicted correctly = 711
a Dummy coded, 0 = non-developmental and 1 = developmental. b Dummy coded, 0 = male and 1 = female. 
c Dummy coded, 0 = non-transfer and 1 = transfer. “ Dummy coded, 0 = predominantly Black institution 
and 1 = predominantly White institution. e categorical, categories contrasted to the unknown 
category, dummy coded, 0 = two-year colleges and 1 = four-year institutions. 11 Dummy coded, 0 = 
Black and 1 = White.
*p<.05. **p<.0005.
Source: Parameters are derived from data on magnetic tape generated by the Louisiana Board of
Regents.
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Question 2: How Do Black Students and White Students
(by Gender and Choice of Major) Differ in College 
Participation and Other Selected Student Characteristies? 
Enrollment Differences by Race and Gender
The distribution of racial/gender groups--Black males, 
Black females, White males, and White females— is shown in 
Table 12. As can be readily noted. White groups are the 
largest (37% of the sample for males, 36% for females), 
followed in order of size by Black females (16%) and Black 
males (1 1%).
Age differences within the race/gender groups also 
parallel this order, with White males having the lowest mean 
age (18.6) and the least dispersion (StDv=2.0) and Black 
males, the highest mean age (19.0) and the most dispersion 
(StDv=3.0). However, it should be noted that computations 
of association between age and race/gender (Table 8 ) 
indicate Eta of .10 or less among these predictor 
variables.
Pre-college achievement, as measured by the ACT 
composite score, also differs among groups, as can be seen 
in Table 12. An inverse order from age can be observed, 
however, in the relationship between the mean and the 
standard deviation: for each group, the higher is the mean
ACT, the greater is the dispersion. White males have the 
highest mean (18.2) and standard deviation (5.6). Black 
females have the lowest mean (1 0 .8 ) and standard deviation
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Table 12












Mean 19.0 18.9 18.6 18.6
StDv 3.0 3.2 2.0 2.7
17-19 86 89 90 91
20-24 10 8 8 6
25-35 3 2 2 2
36+ .8 .9 .3 .7
ACT
Mean 11.1 10.8 18.2 17.6
StDv 4.7 4.0 5.6 5.3
1-10 54 55 9 9
11-15 29 32 26 29
16-20 12 10 30 31
21-25 4 2 25 22
26-36 .8 .4 11 8
Mai or
Unkn 6 6 13 11
Hum/A 40 35 21 23
SoSc 4 4 4 4
Educ 4 5 2 10
M/Sci 16 11 34 15
Hlth 2 10 2 10
Bsns 13 16 16 17
Tchn 16 14 8 9
Devp 77 77 45 42
Trnf 19 22 24 22
Inst-2Yr 11 11 6 6
Inst-PBI 44 40 .1 0
Note. BM = Black males; BF = Black females; WM = White 
males; WF = White females; StDv = standard deviation; Unkn = 
unknown; Hum/A = humanities/arts; SoSci = social sciences; 
Bsns = business; Tchn = technologies; Devp = developmental 
status; Trnf = transfer status; Inst-2Yr = two-year 
institutions; Inst-PBI = predominantly Black institutions. 
a Numerals in this row indicate the size of the 
classification group in each column.
Source; Statistics are derived from magnetic tape received
by the Louisiana Board of Regents.
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(4.0). Frequency distributions of White students appear 
more normal, while those of Black students appear skewed to 
the left. Eta computations (Table 8 ) between ACT and race 
yield correlations of .57 and .51 and between ACT and 
gender, .09, supporting the observed distributions of ACT by 
race and gender.
Choice of major also differs among racial/gender 
groups. The phi coefficient (Table 8 ) of major and race is 
.2 2 , of major and gender, .27— indicating some correlation 
between variables. Highest rates of enrollment for Black 
males (40%), Black females (35%), and White females (23%) 
are found in the humanities/arts; the highest rate for White 
males (34%) is noted in the mathematics/sciences area. 
Proportionately more Black than White students majored in 
humanities/arts and technologies. For both racial groups, 
more men than women chose mathematics/sciences; fewer men 
than women chose business, health, and education majors.
More racial than gender differences are apparent in 
developmental program participation. A higher rate for 
Black students (77%, equal for males and females) than for 
White students (45% for males, 42% for females) is observed. 
The phi coefficient of .30 for race and .02 for gender, 
correlated to developmental program participation supports 
observed differences in distributions.
Approximately one-fifth of all students experienced 
transfer to another institution. Black males had a slightly
Ill
lower rate of transfer (19%); White males, a slightly higher 
rate (24%). However, phi coefficients (Table 8 ) indicate a 
very low degree of correlation by race and gender (phi=.0 1 ).
Rates of enrollment by institutional types also 
differ, especially among racial groups. More Black students 
(11%) than White students (6%) entered two-year 
institutions, with equal rates by gender. Additionally, 44% 
of Black males and 40% of Black females entered 
predominantly Black institutions while fewer than 1% of 
White students did. As shown in Table 8 , predominant-race 
institutional types correlated with race yield phi 
coefficients of .58, with gender, .04. Institutional type 
(degrees granted) has a low, but significant degree of 
correlation with race (phi=.09) and no measured correlation 
with gender.
Persistence Differences bv Race and Gender
Racial/gender differences are also indicated in levels 
of persistence (Table 13). Differences in rates of 
persistence to freshman and senior levels are most apparent. 
Higher rates for Black students (38% for males, 35% for 
females) than White students (24% for males, 22% for 
females) are noted at the freshman level. This relationship 
is reversed, however, at the senior level: higher rates for
Whites (36% for males, 38% for females) compare to 23% for 
Black males and 27% for Black females.
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Table 13
Persistence Rates Bv Race and Gender of Fall 1982 Resident First-time Freshmen in Louisiana Public Undergraduate 
Education
_ _ _ _ _ _ _ _ _ _ _ _ Levels of Persistence bv Racial /Gender Groups_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _
Entry Freshman Sophomore Junior Senior
Variables BH BF I  IF BM BF WM WF BH BF WM WF BM BF WM WF BM BF WM WF
_ _ _ _ _ 279a 361 906 803 801 1132 1767 1566 353 585 1202 1196 151 238 522 598 491 866 2645 2747
Age
Mean 19.5 19.6 19.2 18.9 19.3 19.1 18.8 18.8 19.2 18.9 18.8 18.9 18.5 18.7 18.5 18.7 18.4 18.3 18.3 18.3
StDv 4.2 3.9 3.4 3.0 3.5 3.9 2.1 2.9 3.5 3.3 2.3 3.3 1.0 3.0 1.4 3.1 1.0 1.8 1.1 2.0
17-19 82 76 83 87 83 88 87 88 84 90 88 89 90 90 90 92 95 95 95 95
20-24 14 17 12 10 10 8 11 8 10 6 9 7 9 8 8 5 5 4 4 4
25-35 2 5 4 2 6 3 2 3 4 3 2 3 .7 1 1 2 .4 .7 .8 .3
36+ 2 1 1 1 1 1 .3 .8 .8 1 .4 1 0 .8 0 .8 0 .1 0 .3
ACT
Mean 9.9 9.4 15.7 15.4 10.2 9.6 16.1 15.3 10.7 11.1 17.5 17.0 11.4 11.1 18.4 17.6 13.1 12.7 20.1 19.7
StDv 4.4 3.3 5.1 4.7 4.3 3.2 5.2 4.9 4.3 3.9 5.3 5.0 4.3 3.5 5.1 5.2 5.3 4.5 5.2 5.1
1-10 66 71 15 18 63 44 15 17 54 51 10 8 48 48 5 8 37 37 3 3
11-14 23 23 38 37 26 27 34 38 33 35 29 34 35 42 27 30 34 38 16 21
16-20 8 5 27 31 9 5 29 29 10 12 31 33 15 7 35 34 18 18 29 32
21-25 2 .6 17 11 2 .5 18 13 3 1 24 19 2 3 24 19 9 5 33 31
26-36 .7 0 3 2 0 0 4 3 .3 .5 7 6 0 0 10 9 2 1 19 14
Haior
Unkn 7 6 14 11 7 6 12 12 5 6 14 9 9 12 16 18 5 4 11 11
Hum/A 46 42 26 26 39 32 24 26 35 26 17 19 42 30 20 18 43 42 20 23
SoSci 1 2 4 5 4 5 4 5 3 3 4 4 6 4 3 3 5 6 3 4
Educ 5 3 3 9 4 5 3 9 3 5 2 9 3 5 1 8 5 6 2 12
M/Sci 12 6 26 13 15 8 28 11 15 11 31 14 14 11 35 14 19 15 42 18
Hlth 3 11 1 9 2 11 2 10 1 10 3 11 1 9 3 12 .8 6 2 9
Bsns 8 8 15 14 12 16 17 16 13 14 16 18 23 18 18 17 15 19 16 18
Tchn 18 22 11 14 19 16 9 10 25 27 13 15 .2 .8 .4 .8 2 .5 1 2
Devp 81 85 60 58 84 88 61 60 8 72 49 45 77 84 45 40 62 63 28 28
Trnf 26 28 33 30 23 28 30 27 22 27 36 34 13 18 25 21 4 4 6 6
Inst-2YR 14 16 8 9 16 13 8 8 21 23 17 16 0 .4 .2 .5 0 0 0 0
Inst-PBI 42 37 .3 0 40 35 .1 .2 37 35 0 0 48 30 0 0 56 54 0 0
Mote. BM = Black males? BF = Black females; WM = White males; WF = White females; StDv = standard deviation; Unkn = 
unknown; Hum/A = humanities/arts; SoSci = social sciences; Educ = education; M/Sci = mathematics/sciences; Hlth = 
health; Bsns = business; Tchn = technologies; Devp = developmental; Trnf = transfer status; Inst-2YR = two-year 
colleges; Inst-PBI = predominantly Black institutions.
“ Numerals in this row indicate the size of the classification group in each column.
Source: Statistics are derived from magnetic tape generated by the Louisiana Board of Regents..
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Small persistence differences are noted among majors. 
Proportionately more males (Black and White) in mathematics/ 
sciences persisted to higher levels. Technology majors, as 
a whole, persisted mostly through the sophomore level, 
having very low rates at higher levels. Black males in 
technology had increasing rates of persistence to the 
sophomore level; Black females had decreasing rates.
Rate of transfer decreased for each racial/gender group 
as level of persistence increased. White males had the 
highest rate of transfer (Black males, the lowest rate) for 
each level of persistence. For each group, approximately 
half of the number of transfers within the group occurred to 
those persisting to the freshman level (not shown). 
Predictors of persistence, derived from forced entry 
multiple regression procedures, are compared among 
racial/gender groups, shown in Table 14. The regression 
models explain approximately one fifth of the variance in 
highest classification gained, a relatively low level of 
predictability. For all groups, higher ACT and non-transfer 
status (in that order) are the highest predictors of 
persistence. Institutional type by degrees granted is the 
next higher predictor for all racial/gender groups except 
White males, for whom age is a better predictor than 
institutional type. Consistently among the models of the 
racial/gender groups, major contributes little to the 
explanation of variance in persistence.
1 1 4
Table 14
Predictors of Persistence bv Race and Gender for Residents Entering Louisiana Public Undergraduate Higher Education
Black Hales  Black Females White Hales White Females
Predictors Beta Predictors Beta Predictors Beta Predictors Beta
ACT .23** ACT .26** ACT .27** ACT .29**
Trans3 -.22** Trans -.21** Trans -.25** Trans -.25**
Inst-DGb .15** Inst-DG .17** Age .11** Inst-DG .11**
Inst-PRC -.13** Inst-PR -.16** Inst-DG .10** DevpPa -.09**
Age .08** DevpP -.09** DevpP -.09** Age .05**
Major .07* Age .08** Inst-Pr -.01 Major -.02
DevpP -.07* Major .05* Major .00 Inst-PR .01
Adj R2 = .17 Adj R2 = .21 Adj R2 = .22 Adj R2 = .22
Note. Beta = standardized regression weights; Adj R2 = adjusted coefficient of determination; TrnfS = transfer 
status; Inst-PR = institutional type by predominant race; Inst-Dg = Institutional type by degrees granted; DevpP = 
developmental program participation.
“ Dummy coded, 0 = non-transfer and 1 = transfer. b Dummy coded, 0 = two-year institutions and 1 = four-year 
institutions. c Dummy coded, 0 = predominantly Black institutions and 1 = predominantly White institutions. d Dummy 
coded, 0 = non-developmental and 1 = developmental.
*{K.005. **£<.0005.
Source: Parameters are derived from data on magnetic tape generated by the Louisiana Board of Regents.
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Racial/group differences are slight, as can be seen 
from measures of Beta in Table 14. For example, ACT, the 
strongest predictor in all models, varies from .23 for Black 
males to .29 for White females. More notable are the higher 
Beta values for institutional types for Black than White 
students.
Measures of minimum tolerance in the multiple 
regression models indicate a relative absence of a 
multicollinearity problem in the analyses. In the 
regression model for White students, minimum tolerance 
pertained to ACT (tolerance = .65); for Black students, to 
major (tolerance = .70).
Achievement Differences by Race and Gender
Graduation was achieved more often by some racial/ 
gender groups than others, as shown in Table 15. White 
females had the highest rate (41%) of achievement, followed 
by White males (36%), Black females (25%), and Black males 
(19%).
Some racial/gender group differences can also be 
observed by choice of major. Comparing graduates and non­
graduates, a higher rate is found in mathematics/sciences 
and business for Black males, Black females, and White males 
who graduate. Black females had a proportionately higher 
rate of humanities/art majors in the graduating group than 
in the non-graduating group; also, both Black males and
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Table 15
Achievement Rates Bv Race and Gender of Fall 1982 Resident First-Tine Freshmen 
 Graduation  Non-Graduation
Variables BM BF WM WF BM BF WM WF
393a 813 2601 2942 1717 2449 4718 4222
Age
Mean 18.5 18.4 18.3 18.5 19.1 18.0 18.8 18.7
StDv 1.6 2.2 1.3 2.4 3.3 3.5 2.3 2.8
17-19 91 94 95 93 85 88 88 90
20-24 8 5 5 5 10 9 10 7
25-35 1 .9 .8 1 4 3 2 2
36+ 0 .4 .1 .1 1 1 .4 1
ACT
Mean 13.2 12.8 20.5 19.8 10.6 10.2 16.9 16.1
StDv 5.3 4.5 5.2 4.9 4.4 3.6 5.3 5.0
1-10 36 34 3 3 58 62 12 13
11-15 34 41 17 19 28 30 31 36
16-20 18 19 28 33 11 7 31 30
21-25 10 5 33 32 3 1 20 16
26-36 2 1 19 14 .5 .1 6 4
Maior
Onkn 6 3 11 11 7 7 14 11
Hum/A 40 37 18 24 40 34 23 24
SoSci 5 5 3 4 3 4 4 4
Educ 5 6 2 10 4 5 3 10
M/Sci 18 15 42 13 15 9 29 13
Hlth .8 7 2 10 2 10 2 10
Bsns 15 19 16 17 12 15 17 17
Tchn 11 8 5 7 17 16 9 11
DevpP 61 62 28 27 81 83 54 53
Trnf 13 13 21 19 21 25 27 24
Inst-2Yr 4 6 4 4 13 12 7 7
Inst-PBI 51 50 0 0 42 36 .1 .1
Note. BM = Black males; BF = Black females; WM = White males; WF = White females; StDv = standard 
deviation; Unkn = unknown; Hum/A = humanities/arts; SoSci = social sciences; Educ = education; Bsns 
= business; Tchn = technologies; Devp = developmental; Trnf = transfer status; Inst-2¥R = two-year 
institutions; Inst-PBI = predominantly Black colleges.
a Numerals in this row indicate the size of the classification group in each column.
Source: Statistics are derived from magnetic tape generated by the Louisiana Board of Regents.
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Black females had higher rates of social science majors in 
the graduating groups.
Logistic regression forward entry procedures identify 
similarities and small differences among the models for each 
racial/gender group. ACT is the best predictor for all 
groups, as shown in Table 16. Other variables, however, 
differ among the models in the order of contribution. 
Comparatively, non-developmental program participation is 
the next stronger predictor for White students, while non­
transfer status and entry into predominantly Black 




Parameter Estimates of Achievement by Race and Gender for Residents Merino Louisiana Public Dnderaraduate Higher
Education 
Black Hales Black Females White Hales White Females
Predictors Wald Predictors Wald Predictors Wald Predictors Wald
ACT 47.2** ACT 126.5** ACT 265.1** ACT 395.4**
Major3 15.5* Inst-PRb 56.7** DevpPc 62.8** DevpP 44.4**
Humn/A 3.3 Transd 32.1** Age 35.8** Major 32.3**
SoSci 2.7 Major 24.1* Trans 28.2** Educ 19.0
Tchn 2.3 Humn 6.1 Tchn -6.1
Hlth -2.3 Bsns 5.3 Hlth -4.2
Ha/Sci -1.3 SoSci 2.9 SoSci -.8
Educ 1.2 Ma/Sci 1.9 Ha/Sci -.3
Busn .3 Hlth 1.0 Bsns -.2
Inst-Pr 15.1* Educ .4 Hum/A .1
Inst-DGe 13.8** Tchn .0 Trans 31.6**
Trans 13.7** DevpP 13.4*
DevpP 7.8** Age 8.0*
Age 3.8* Inst-DG 6.4*
Predicted 82? Predicted 77? Predicted 69? Predicted 67?
Note. Inst-PR = institutional type by predominant race; DevpP = developmental program participation; TrnfS = transfer 
status; Inst-DG = institutional type by degrees granted; Hum/A = humanities/arts; SoSci = social sciences; Educ = 
education; Bsns = business; Tchn = technologies; Devp = developmental; Trnf = transfer status; Inst-2YR = two-year 
institutions; Inst-PBI = predominantly Black colleges.Hum/A = humanities/arts; SoSci = social sciences; Educ = 
education; H/Sci = mathematics/sciences; Hlth = health; Bsns = business; Tchn = technologies.
a Categorical, contrasted with unknown category. b Dummy coded, 0 = predominantly Black and 1 = predominantly White. c 
Dummy coded, 0 = non-developmental and 1 = developmental. d Dummy coded, 0 = non-transfer and 1 = transfer. ° Dummy 
coded, 0 = two-year institutions and 1 = four-year institutions.
*p<.05. **p<.005. ***E<.0000.
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Question 3: How Do Developmental and Non-Developmental
Students Differ in College Participation and Other 
Selected Student Characteristics?
Enrollment Differences by Developmental Status
Enrollment differences among groups classified by 
developmental program participation, race, and gender are 
shown in Table 17. Participation rates differ markedly, 
especially by race, with White females having the lowest 
developmental rate (42.6%), followed by White males (45.1%), 
Black males and females (each, 77%).
Some other differences are observed. Higher ages, 
lower ACT scores, more choices of major in humanities/arts, 
and lower rates of transfer more often describe 
developmental than non-developmental students. Correlation 
of developmental status with age yields an eta value of .06; 
and, with ACT, .60. Relatively small Phi coefficients 
between developmental status and other variables (Table 8 ) 
also support the small differences observed in 
distributions. The highest correlation (.20) is observed 
with major; much less, by institutional type by degrees 
granted (.07), transfer (.04) and institutional type by 
predominant race (.0 0 ).
Differences observed among racial/gender groups within 
each developmental status parallel the observations noted in 
























Mean 19.0 18.7 18.5 18.5 19.0 18.9 18.8 63.3
StDv 3.4 2.6 1.9 2.5 3.0 3.4 2.1 2.9
17-19 88 89 92 92 86 89 88 90
20-24 7 7 6 6 10 8 10 7
25-35 4 3 2 2 3 2 2 2
36+ .8 .5 .3 .5 .8 1 .3 .9
ACT
Mean 15.2 14.4 21.1 20.2 9.8 9.8 14.6 14.1
StDv 5.6 4.8 4.7 4.7 3.5 3.1 4.3 3.9
1-10 22 25 2 2 64 64 18 18
11-15 30 34 12 14 29 32 44 49
16-20 30 30 30 36 7 4 30 25
21-25 16 8 38 33 . 6 .3 8 7
26-36 3 2 19 14 .1 0 .4 .2
Mai or
Unkn 4 4 11 9 7 6 15 14
Hum/A 32 28 17 19 42 37 27 28
SoSci 3 4 3 4 4 4 4 4
Educ 5 5 2 10 4 5 2 10
M/Sci 26 18 41 19 13 8 25 10
Hlth 2 7 2 10 2 10 2 9
Bsns 12 15 16 18 13 16 18 17
Tchn 17 19 7 10 15 13 8 8
Trnf 20 19 23 21 19 23 27 23
Inst-2Yr 11 16 5 5 11 9 8 6
Inst-PBI 43 44 .1 0 44 39 .1 .1
Note. BH = Black males; BF = Black females; H  = White males; WF = White females; StDv = standard deviation; Unkn = 
unknown; Hum/A = humanities/arts; SoSci = social sciences; Educ = education; M/Sci = mathematics/sciences; Hlth = 
health; Bsns = business; Tchn = technologies; Trnf = transfer; Inst-2Yr = two-year colleges; Inst-PBI = predominantly 
Black institutions.
a The numeral in this row indicates the size of the classification group in each column.
Source: Statistics are derived from magnetic tape generated by the Louisiana Board of Regents.
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Persistence Differences by Developmental Status
Tables 18 and 19 show the distribution of students in 
each racial/gender group by levels of persistence. Table 18 
does so for developmental students; Table 19, for non- 
developmental .
Non-developmental groups have approximately double the 
rates (39%, 45%, 49%, 50%) of gaining senior level that 
developmental groups have (19%, 22%, 23%, 25%). These rates 
by racial/gender group have the same order for developmental 
and non-developmental groups: highest for White females, 
followed by White males, Black females, then Black males. 
Rates of persistence to the freshman and entry levels are in 
reverse order (by size) for these groups.
Differences in characteristics across persistence 
levels parallel earlier observations by racial/gender 
groups. Higher ages and lower mean ACT scores are observed 
for developmental than non-developmental groups across 
levels of persistence. In mathematics/sciences, both 
developmental and non-developmental students have increasing 
rates by increasing levels of persistence. For 
developmental students, highest persistence rates are 
observed for those majoring in humanities/arts.
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Table 18
Persistence Rates of Developmental Students, By Race and Gender
Levels of Persistence
Entry Freshman Sophomore Junior Senior
Variables BH BF WM WF BM BF WM WF BM BF WM WF BH BF WM WF BM BF WM WF
227a 307 542 468 670 994 1079 933 282 421 593 533 116 199 233 241 303 542 742 770
14b 12 17 16 42 40 34 32 18 17 19 18 7 8 7 8 19 22 23 25
Age
Mean 19.2 19.5 19.3 19.1 19.3 19.1 18.8 18.8 19.1 19.0 18.7 18.8 18.5 18.8 18.6 18.5 18.4 18.4 18.4 18.5
StDv 2.9 4.1 3.5 3.2 3.6 3.8 1.9 2.7 3.2 3.6 1.8 3.4 1.1 3.2 1.4 2.3 .9 2.1 1.3 2.9
17-19 83 80 82 84 83 89 86 89 86 89 87 92 89 88 87 93 93 94 94 93
20-24 14 14 13 12 11 8 12 8 11 7 11 5 10 9 12 5 6 5 4 5
25-35 2 5 4 2 5 2 1 3 3 3 2 1 .9 2 1 1 .3 .7 1 2
36+ 1 1 1 1 1 1 .2 .5 .7 1 .2 2 0 1 0 .8 0 .2 .1 .6
ACT
Mean 9.0 9.0 13.7 13.0 9.4 9.2 13.9 13.2 9.7 10.1 14.6 14.2 10.5 10.5 15.4 14.3 10.9 10.8 15.9 15.5
StDv 3.5 2.8 4.2 3.7 3.4 2.8 4.3 3.8 3.5 3.2 4.1 3.8 3.6 2.8 3.9 3.5 3.6 3.2 4.0 3.9
1-10 74 73 22 28 69 72 24 25 62 59 17 15 55 53 10 14 50 52 9 7
11-15 22 24 49 47 25 25 44 51 31 35 42 53 35 42 44 51 39 7 38 32
16-20 4 3 21 23 6 3 24 19 7 5 33 24 10 5 35 32 10 7 38 32
21-25 .9 0 7 3 .3 0 7 4 0 0 .7 .2 0 0 .4 .0 0 0 .7 .4
26-36 .4 0 .4 0 .1 0 1 .1 1 .1 0 0 0 0 .7 .4 0 0 .7 .4
Unkn 8 6 16 14 7 6 13 13 6 7 17 12 9 13 17 23 7 5 16 13
Hum/A 50 47 31 30 41 34 29 29 37 28 21 25 43 30 20 22 47 46 27 30
SoSci 2 2 5 5 4 5 4 5 4 2 4 4 6 4 3 2 6 7 3 4
Educ 4 2 4 9 4 5 2 10 2 6 2 9 3 4 2 10 5 6 3 12
H/Sci 9 5 20 8 13 8 25 9 13 9 23 10 11 8 28 9 14 11 29 12
Hlth 3 11 1 9 2 12 2 10 1 6 2 8 2 10 3 11 1 6 2 8
Bsns 8 9 16 14 12 16 17 16 15 16 19 20 24 20 20 15 13 18 18 17
Tchn 17 17 8 11 17 14 9 9 17 22 10 10 3 12 7 9 7 2 3 3
Trnf 26 28 31 30 22 28 30 24 21 27 35 31 13 17 22 17 4 5 6 6
Inst-2Yr 12 12 7 8 0 .5 0 .4 0 0 0 0 0 .5 0 .4 0 0 0 0
Inst-PBI 45 39 .2 0 47 29 0 41 56 56 0 0 47 29 0 0 56 56 0 0
Note. BH = Black sales; BF = Black females; WM = White males; WF = White females; StDv = standard deviation; Unkn = 
unknown; Hum/A = humanities/arts; SoSci = social sciences; Educ = education; M/Sci = mathematics/sciences; Hlth = 
health; Bsns = business; Tchn = technologies; Trnf = transfer; Inst-2Yr = two-year colleges; Inst-PBI = predominantly 
Black colleges; PWI = predominantly White institutions.
a Numerals in this row indicate the size of the classification group in each column. 
b Numerals in this row indicate the percent of the racial/gender group represented in the column.
Source: All statistics are derived from magnetic tapes generated by the Louisiana Board of Regents.
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Table 19
Persistence Rates of Ron-Developmental Students, By Race and Gender
Levels of Persistence
Entry Freshman Sophomore Junior Senior
Variables BM BF WM WF BH BF WM WF BM BF WM WF BM BF WM WF BH BF WM WF
52a 54 364 333 131 138 688 663 71 164 609 663 35 39 289 357 186 323 1903 1970
llb 8 9 8 28 19 18 16 15 23 16 17 7 5 8 9 39 45 49 50
Age
Mean 20.7 19.9 19.1 18.6 19.1 19.8 18.7 18.8 19.6 18.6 18.8 19.0 18.2 18.3 18.4 18.8 18.3 18.2 18.3 18.2
StDv 7.4 2.7 3.2 2.7 2.8 4.2 2.3 3.2 4.2 2.5 2.6 3.3 .9 1.0 1.4 3.5 1.1 1.1 1.0 1.4
17-19 77 57 85 90 83 79 88 87 80 93 90 86 94 95 93 91 97 97 96 96
20-24 15 35 10 7 9 12 9 10 10 3 7 9 6 5 6 5 3 2 4 3
25-35 2 7 4 2 8 6 2 2 9 3 3 4 0 0 1 3 .5 .6 .7 .8
36+ 6 0 1 .9 0 2 .4 1 .2 .6 .7 .8 0 0 0 .8 0 0 0 .2
ACT
Mean 13.5 11.5 18.7 18.1 14.0 12.5 19.5 18.5 14.7 13.5 20.4 19.3 14.3 14.1 20.9 19.9 16.8 16.0 22.4 21.4
StDv 5.8 4.7 4.7 4.5 5.4 4.3 4.6 4.5 5.1 4.4 4.8 4.6 5.2 5.1 4.7 5.0 5.6 4.6 4.4 4.5
1-10 35 57 4 4 28 35 3 5 20 31 2 2 26 26 .7 3 15 12 .5 .9
11-15 29 18 21 24 31 41 17 20 39 35 16 19 34 38 12 15 25 35 7 10
16-20 27 20 36 43 28 20 37 43 16 30 40 31 18 34 36 32 38 25 31 39
21-25 2 0 7 6 .8 0 9 7 1 2 13 11 0 0 17 16 5 3 27 19
Haior
Unkn 6 6 12 8 5 6 12 10 1 2 11 7 9 5 14.5 15 2 3 10 10
Hum/A 29 17 18 20 28 23 18 24 27 21 13 14 37 28 20 15 37 35 17 20
SoSci 0 2 4 4 4 4 5 4 1 4 4 4 6 3 2 4 2 4 3 4
Educ 8 6 2 9 2 6 4 8 7 4 2 10 6 8 1 7 5 6 2 12
H/Sci 23 11 34 20 23 11 33 15 22 14 40 17 23 28 39 18 29 23 47 21
Hlth 4 11 1 8 4 8 2 11 1 7 3 11 0 8 2 13 0 6 2 10
Bsns 10 0 14 14 9 12 18 16 6 8 13 17 1 10 16 18 17 21 15 19
Tchn 21 48 15 17 25 29 10 13 34 40 15 19 3 10 4 10 8 1 4 5
Inst-2 Yr 20 42 9 8 18 24 7 8 25 35 18 18 0 .3 .6 0 0 0 0 0
Inst-PBI 17 27 .5 0 32 38 .1 .1 44 43 0 0 54 33 0 0 57 52 0 0
Rote. BH = Black males; BF = Black females; WM = White males; WF = White females; StDv = standard deviation; Unkn = 
unknown; Hum/A = humanities/arts; SoSci = social sciences; Educ = education; H/Sci = mathematics/sciences; Hlth = 
health; Bsns = business; Tchn = technologies; Trnf = transfer; Inst-2Yr = two-year colleges; Inst-PBI = predominantly 
Black institutions.
a Numerals in this row indicate the size of the classification group for each column. b numerals in this row indicate 
the percentage of the racial/gender group represented in each column.
Source: All statistics are derived from magnetic tapes generated by the Louisiana Board of Regents.
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Additionally, multiple regression analyses conducted 
for developmental students and non-developmental students 
indicate only small differences in the predictors of 
persistence, as shown in Table 20. The models explain only a 
small part of the variance in highest classification gained 
(Adj.R2= .21 for non-developmental, .11 for developmental 
students).
For both groups, all predictors have the same (positive 
or negative) direction. In descending order, persistence 
is predicted by non-transfer status, higher ACT composite 
scores, college entry into four-year and into predominantly 
Black institutions, younger age, and female gender.
In both models, the minimum tolerance among predictor 
variables pertained to race (tolerance = .54), indicating a 




Predictors of Persistence bv Developmental Program 
Participation for Residents Entering Louisiana Public 
Undergraduate Higher Education
Non-Developmental Developmental
Predictors Beta Predictors Beta
Trnfa -.28** ACT .24**
ACT . 27** Trnf -.2 1**
Inst-DGb .14** Inst-DG .1 0 **
Inst-PR° -.1 0** Inst-PR -.08**
Age .09** Age .07**
Genderd .05** Gender .05**
Race®
o0
 •1 Race -.04*
Major I • o o Major .01
Adi . R2=. 21__________________________ Adi . R2=. 11
Note. Beta = standardized regression coefficient; Adj.R2 
= adjusted coefficient of determination; TrnfS = transfer 
status; Inst-DG = institutional type by degrees granted; 
Inst-PR = institutional type by predominant race.
a Dummy coded, 0 = non-transfer and 1 = transfer. b Dummy 
coded, 0 = two-year colleges and 1 = four-year institutions. 
c Dummy coded, 0 = predominantly Black institutions and 1 = 
predominantly White institutions. d Dummy coded, 0 = males 
and 1 = females. e Dummy coded, 0 = Black and 1 = White.
*P <.0005. **p<.0000.
Source: Statistics are derived from magnetic tape generated
by the Louisiana Board of Regents.
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Achievement Differences by Developmental Status
Graduation rates differ by developmental program 
participation for all categories of interest (Table 21).
Six students have missing data and are excluded from Table 
21, which reports a total N=19,849. For each racial/gender 
group, the percent of the total racial/gender/ 
developmental group size is indicated under the N for the 
group.
By each developmental status, higher rates of non­
graduation than graduation are noted. Proportionately, non- 
developmental groups have approximately double the rates 
(31%, 42%, 47%, 52%) of graduation that developmental groups 
have (15%, 20%, 22%, 26%). For each developmental status, 
White females have the highest rate, followed in descending 
order by White males, Black females, and Black males.
Between groups, rates of graduation have a range of 20% for 
non-developmental students, and a range of 1 1%, for 
deve1opmenta1 students.
Differences in rates of majors are also observed among 
groups. Of developmental students, proportionately more of 
humanities/arts, mathematics/sciences, business, social 
sciences, and education majors graduated than not graduated; 
proportionately fewer of those in technologies and unknown 
majors graduated. Of non-developmental students, 
proportionately more of those in humanities/arts,
Table 21
Achievement Rates by Developmental Program Participation. Race, and Gender for Fall 1982 Resident 
First-Time Freshmen
Non-Develonmental Developmental
Graduation Non-Graduation Graduation Non-Graduation
Variables BM BF WM WF BM BF WM WF BM BF WM WF BM :BF 1WM WF
151®
31
313 1871 2136 333 424 2150 1975 240 499 730 805 1384 2025 2568 2245
42 47 52 72 45 53 48 15 20 22 24 85 80 78 74
Age
Mean 18.5 18.3 18.3 18.4 19.2 19.0 18.7 63.4 18.5 18.5 18.5 18.5 19.1 19.0 18.8 18.8
StDv 2.16 1.67 1.19 2.23 3.8 3.0 2.34 2.7 1.21 2.4 1.38 2.88 3.2 3.62 2.31 2.93
17-19 94 96 95 93 86 85 90 90 89 92 93 94 85 88 86 89
20-24 4 3 4 5 9 11 7 7 10 7 6 4 10 8 11 8
25-35 2 2 .7 1 5 4 3 2 .8 .4 1 1 3 3 2 2
36+ 0 0 .1 .4 1 .9 .5 .7 0 .6 .1 .6 .9 1 .4 .9
ACT
Mean 16.9 15.8 22.3 21.3 14.5 13.3 20.0 19.0 10.9 11.0 15.6 15.7 9.6 9.5 14.2 13.5
StDv 5.6 4.8 4.5 4.4 5.5 4.6 4.7 4.7 3.5 3.2 4.1 3.9 3.5 2.9 4.2 3.8
1-10 15 14 .6 .9 26 33 2 4 50 47 10 7 66 68 20 22
11-15 25 35 8 10 32 34 15 20 40 44 40 45 27 28 45 51
16-20 31 36 25 32 28 26 34 40 10 8 37 36 6 4 27 22
21-25 24 12 41 39 12 6 36 27 .8 .8 13 12 .5 .1 7 5
26-36 5 3 26 18 2 7 12 9 0 0 1 .2 .1 0 .7 .1
Maior
Unkn 3 3 10 10 4 5 12 9 8 4 13 13 7 7 15 14
Hum/A 36 32 16 19 30 24 18 19 42 40 25 30 42 36 27 28
SoSci 3 4 3 4 3 3 4 4 7 6 3 5 4 4 4 4
Educ 5 4 2 11 5 6 2 9 5 6 2 11 4 5 2 10
M/Sci 26 21 47 21 25 16 37 17 13 11 30 11 13 8 24 9
Bsns 17 20 15 18 10 11 16 18 13 18 18 18 13 15 18 16
Tchn 11 9 5 8 20 27 10 12 11 8 7 4 16 14 8 9
Trnf 12 10 19 18 24 26 26 25 13 16 26 22 20 25 27 23
Inst-2Yr 3 8 3 4 15 22 6 6 5 4 7 4 12 10 8 8
Inst-PBI 56 51 0 0 38 49 .1 .1 48 50 0 0 43 36 .1 .1
Mote. BM = Black males; BF = Black females? WM = White males; WF = White females; StDv = standard
deviation; Unkn = unknown; Hum/A = humanities/arts; SoSci = social sciences; Educ = education; M/Sci
= mathematics/sciences; Hlth = health; Bsns = business; Tchn = technologies; Trnf = transfer;
Inst-2Yr = two-year colleges; Inst-PBI = predominantly Black institutions.
a Numerals in this row indicate the size of classification groups in this column. 15 Numerals in this 
row indicate the percentage of the racial/gender group represented in each column.
Source: Parameters are derived from magnetic tape generated by the Louisiana Board of Regents.
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mathematics/sciences, and business and fewer of those in 
technologies graduated. Greater differences in rates by 
graduation status are noted for Black non-developmental 
students in business and technologies, who experienced 
higher rates of non-graduation in these majors.
Probability of graduation is estimated with forward- 
method logistic regression models (Table 22). The model for 
non-developmental students correctly predicts 63% of 
observations; the one for developmental students, 78% of 
observations. ACT is the best indicator of probable 
graduation for both groups. Predominant-race college types 
predict graduation for non-developmental students, but 
degrees-granted college types predict graduation for 
developmental students. Although in a different order for 
each model, other variables that predict graduation are non­
transfer, female gender, and younger age. White racial 
group membership is predictive for non-developmental 
students only, according to the log models.
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Table 22
Parameter Estimates of Achievement
By Developmental Program Participation for Residents 
Entering Louisiana Public Undergraduate Higher Education
Non-Develoomental Developmental
Predictors Wald Predictors Wald
ACT 424.7*** ACT 410.6***
Trnf Sa 82.6*** Genderb 45.1***
Gender 64.7*** Inst-PRC 4 4 .7***
Inst-PR 41.6*** Age 2 1 .8 ***
Ma jord 2 2 .2** TrnfS 2 1 .6 ***
Educ 1 2 .1** Major 2 0 .7***
Hum/A 2.9 Bsns 11.0
M/Sci 2.0 Educ 5.9
Bsns 1.5 Hum/A 2.4
SoSci .7 M/Sci 1.6
Hlth .5 SoSci 1.1
Unkn .3] Hlth .4
Age 14.2** Unkn .0
Race® 7.0* Inst-DGf 1 0 .2***
Predicted 63% Predicted 78%
Note. TrnfS = transfer status; Inst-Pr = institutional type 
by predominant race; Inst-DG = institutional type by degrees 
granted; Educ = education; Hum/A = humanities/arts; M/Sci = 
mathematics/sciences; Bsns = business; SoSci = social 
sciences; Hlth = health; Unkn = unknown; Predicted = 
Predicted correctly.
a Dummy coded, 0 = non-transfer and 1 = transfer. b Dummy 
coded, 0 = males and 1 = females. c Dummy coded, 0 = 
predominantly Black institutions and 1 = predominantly White 
institutions. d Categorical, contrasted with unknown major 
code. e Dummy coded, 0 = Black and 1 = White. e Dummy 
coded, 0 = two-year colleges and 1 = four-year institutions.
*p<.0 1 . **p<.005. ***p<.0 0 0 0 .
Source: Statistics are derived from magnetic tape
generated by the Louisiana Board of Regents.
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Question 4: How Does Prediction of Graduation Differ
by Institutional Type (by Race, Gender, and 
Developmental Program Participation?
Enrollment and graduation differences are examined by 
several subclassifications, as indicated. However, the 
small number (N=8 ) of White students enrolled in Black 
institutions limits comparative measures for White students 
by predominant-race institutional type.
Enrollment Differences by Institutional Types
Differences by Predominant Race Institutional Types. 
Enrollment differences by predominant-race classification of 
institutions is shown in Table 23 for the groups of interest 
in this investigation. As can be derived from the column 
headings of the table, enrollment in predominantly Black 
institutions, as compared to predominantly White 
institutions, describes 11% of the sample, 40% of Black 
males, 40% of Black females, and .1% of White students. 
Considering the smaller number of predominantly Black (4) 
than White (13) institutions in Louisiana public higher 
education, the 40% rate of Black enrollees may be regarded 
as relatively low.
Choices of major differ among most groups. For 
predominantly Black institutions, a noticeably high rate of 
students majored in humanities/arts; other high rates are 
observed for business and technologies. In predominantly 
Black institutions, non-developmental students have small
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Table 23
Enrollment Rates by Developmental Program Participation. Predorainant-Race Institutional Type, Race, and Gender
Developmental Non-Developmental
PWI PWI PBI PWI
Variables BH BH WH WF BH BF WM WF 
714° 976 2 2 910 1548 329 3048
BH
209
BF WH WF BH BF 




Mean 18.7 18.8 54.0 22.0 19.3 18.9 63.3 18.7 18.8 18.6 33.7 48.0 19.1 18.8 18.5 18.5
StDv 3.5 3.5 2.8 5.7 3.3 3.3 2.0 2.9 3.8 2.5 6.7 0 3.1 2.6 1.9 2.4
17-19 91 92 0 50 82 87 88 90 92 93 0 0 86 87 92 92
20-24 7 5 0 0 13 10 10 7 5 4 0 0 9 10 6 6
25-35 2 2 0 50 4 2 2 2 2 2 33 100 5 3 2 2
36+ .4 1 100 0 1 .7 .2 .9 1 .6 67 0 .7 .5 .2 .5
ACT
Mean 9.1 9.1 10.0 11.5 10.4 10.2 14.6 14.1 13.9 13.3 12.7 9 16.2 15.2 21.1 20.2
StDv 3.2 2.8 1.4 2.1 3.7 3.2 4.3 3.9 5.0 4.6 3.5 0 5.8 4.8 4.7 4.7
1-10 73 71 50 50 57 59 18 18 27 32 33 100 18 19 .2 2
11-15 23 26 50 50 33 35 44 49 37 38 33 0 24 31 12 14
16-20 4 2 0 0 9 6 29 25 25 21 33 0 33 37 30 36
21-25 .1 14 0 0 .9 .4 8 7 10 7 0 0 20 10 38 33
26-36 .3 0 0 0 0 0 .8 .2 .5 .9 0 0 5 2 19 14
Unkn .1 0 0 0 13 11 15 13 .1 0 0 0 13 11 15 13
Hum/A 75 73 100 100 17 14 27 28 53 49 100 100 16 11 17 19
SoSci 3 3 0 0 5 5 4 4 1 4 0 0 4 3 4 4
Educ 3 4 0 0 5 6 2 10 4 5 0 0 5 6 2 10
H/Sci 2 4 0 0 21 11 25 10 12 13 0 0 36 22 41 19
Hlth .3 .1 0 0 3 16 2 10 .5 .3 0 0 2 13 2 10
Bsns 6 8 0 0 18 20 18 17 14 13 0 0 11 16 16 18
Tchn 10 8 0 0 19 16 8 8 14 17 0 0 20 22 8 10
Trnf 16 18 0 100 21 26 27 23 15 18 33 0 24 20 22 21
Inst-2Yr 6 6 0 0 16 11 8 6 7 15 0 0 14 16 5 5
Note. PBI = predominantly Black institutions; PHI = predominantly White institutions; BH = Black males; BF = Black 
females; WM = White males; WF = White females; StDv = standard deviation; Unkn = unknown; Hum/A = humanities/arts; SoSci 
= social sciences; Educ = education; H/Sci = mathematics/sciences; Hlth = health; Bsns = business; Tchn = technologies; 
Trnf = transfer; Inst-2Yr = two-year colleges.
a Numerals on this row indicate the size of classification groups in each column.
Source: Statistics are derived from data on magnetic tape generated by the Louisiana Board of Regents.
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increases in mathematics/sciences, business, and 
technologies over rates for developmental students.
In predominantly White institutions, higher rates are 
noted for majors in mathematics/sciences, business, and 
technologies. Non-developmental students have higher rates 
in these majors than developmental students.
For most racial/gender groups, higher rates of transfer 
are observed for students in predominantly White than Black 
institutions, for non-developmental than developmental 
groups. Highest rates of transfer are noted for White 
developmental students in predominantly White institutions; 
lowest rates for Black developmental students in 
predominantly Black institutions.
Difference by Degrees-aranted Institutional Types. 
Enrollment differences between two- and four-year 
institutions are shown in distributions of Table 24. More 
students in two-year colleges are White, female, younger, 
developmental, and technology majors and have ACT composite 
scores from 1-10. However, proportionately more Black than 
White and older than younger students enter two-year 
colleges.
Developmental students in two-year institutions have a 
greater magnitude of some characteristics: They tend to be
older, have lower ACT composite scores, and majors in 
technology. Students with these characteristics have lower 
rates of persistence and graduation in the sample.
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Table 24
Enrollment Rates by Developmental Program Participation. Dearees-Granted Institutional Type. Race, and GenderL S x v y c H W x t u j . u x u j . y u  v x y u j .  „ u u u v j c m u c l .---------
Variables
Develonmental Non-Develoraental


































Hean 20.0 20.0 19.4 19.5 18.8 18.8 18.7 18.7 20.2 19.3 19.9 19.7 18.8 18.6 18.5 18.5
StDv 5.7 5.1 3.3 4.0 2.3 3.2 2.0 2.8 4.62 3.2 4.5 4.9 3.2 2.4 1.6 2.2
17-19 72 79 80 84 88 90 88 91 74 81 79 82 90 91 93 92
20-24 12 11 14 10 10 8 10 7 11 12 10 8 7 6 6 6
25-35 13 7 5 5 2 2 2 2 13 6 8 8 3 2 1 1
36+ 3 3 .8 2 .5 .8 .3 .8 2 .8 3 2 .7 .5 .2 .4
ACT
Hean 8.4 8.4 13.1 12.5 10.0 9.9 14.8 14.2 11.7 11.0 18.3 17.7 15.7 15.0 21.2 20.3
StDv 3.3 2.6 4.2 4.0 3.5 3.1 4.2 3.9 5.2 4.3 5.2 4.6 5.5 4.7 4.7 4.7
1-10 78 83 29 35 62 62 17 17 43 55 8 3 20 19 1 2
11-15 19 15 42 45 30 33 44 50 37 31 23 32 29 35 11 14
16-20 3 2 23 17 7 5 30 26 11 10 29 36 32 34 30 36
21-25 .5 0 6 4 .6 .3 8 7 9 2 34 22 17 10 38 34
26-36 0 0 0 0 .1 0 .9 .2 0 .8 6 6 3 2 19 14
Major
Unkn 0 0 .4 0 8 7 16 14 0 0 0 0 4 5 11 10
Hum/A 3 .4 10 9 48 40 28 30 6 2 4 5 35 33 17 20
SoSci 1 .9 9 9 4 5 3 4 0 0 4 3 3 4 3 4
Educ 2 1 4 8 4 6 2 10 2 .8 2 11 5 6 2 10
H/Sci .5 2 23 7 14 9 25 10 4 2 23 10 28 21 42 19
Hlth 0 2 4 3 2 11 2 10 0 0 4 3 2 9 2 11
Bsns 2 2 9 13 14 17 18 17 2 .8 7 10 14 17 16 18
Tchn 91 92 41 50 5 5 5 5 87 95 55 57 9 5 5 8
Trnf 19 22 35 28 19 23 26 23 26 37 46 50 19 16 21 20
Inst-PBI 22 27 0 0 47 40 100 .1 26 42 0 0 45 44 .1 .0
Note. BH = Black males; BF = Black females; WH = White males; WF = White Females; StDv = standard deviation; Unkn =
unknown; Hum/A = humanities/arts; SoSci = social sciences; Educ = education; H/Sci = mathematics/sciences; Hlth = 
health; Bsns = business; Tchn = technologies; Trnf = transfer; Inst-PBI = predominantly Black institutions.
a Numerals in this row indicate the size of classification groups in each column.
Source: All statistics are derived from magnetic tapes generated by the Louisiana Board of Regents.
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Choice of major also differs among several 
groups. Of technology majors, much higher rates are noted 
for students in two- than four-year institutions. For all 
other majors, higher rates are observed for four- than two- 
year groups. Notably high rates are observed, however, for 
White males in mathematics/sciences in two-year colleges, 
developmental students in humanities/arts in four-year 
institutions, and non-developmental Black males majoring in 
technology in four-year institutions.
Differences in rates of transfer by developmental 
status and college type can also be observed. Comparing 
racial/gender groups in each classification group, highest 
rates of transfer are found for developmental White males in 
two-year settings and four-year settings and for non- 
developmental White females in two-year settings.
Persistence Differences bv Institutional Type
Prediction of persistence for two-year and four-year 
college enrollees is achieved through forced entry multiple 
regression procedures (Table 25). The model for two-year 
college students is weak (Adj. R2 = .05), explaining little 
of the variance and having only two significant predictors—  
higher ACT and transfer. The model for enrollees in four- 
year institutions explains 20 percent (Adj.R2 = .20) of the 
variance in highest classification gained. In each model, a 
relatively low level of multicollinearity is noted; minimum 
tolerance pertains to ACT (tolerance = approximately .50).
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Table 25
Tvoe for Resident Students Enterina Louisiana Public
Undercrraduate Hiaher Education
Two--Year Four-Year
Predictors Beta Predictors Beta
ACT .2 2** ACT .31**
Trnfa .09* Trnf -.25**
Age .04 DevpPb -.1 0**
Major .04 Age . 08**
Race0 -.03 Inst-PRd1 -.08**
Inst-PR - .02 Gender® .05**
Gender -.02 Race -.03*
DevpP .01 Major .01
Adj.R2 = .05 Adj. R:' = .20
Note. Beta = standardized regression coefficient; Two-Year 
= college entry into two-year institutions; Four-Year = 
college entry into four-year institutions; TrnfS = transfer 
status; DevpP = developmental program participation; Inst-DG 
= predominant race by degrees granted; Inst-PR = 
institutional type by predominant race; Adj.R2 = adjusted 
coefficient of determination.
a Dummy coded, 0 = non-transfer and 1 = transfer. b Dummy 
coded, 0 = non-developmental status and 1 = developmental 
status. ° Dummy coded, 0 = Black and 1 = White. d Dummy 
coded, 0 = predominantly Black institutions and 1 = 
predominantly White institutions. e Dummy coded, 0 = males 
and 1 = females.
*p<.0005. **p<.0 0 0 0 .
Source: Statistics are derived from magnetic tape
generated by the Louisiana Board of Regents.
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For each group, higher ACT composite scores and 
transfer status (in that order) serve as the best predictors 
of persistence. However, for two-year college enrollees, 
transfer contributes to persistence, whereas for four-year 
college enrollees, non-transfer contributes to persistence.
Other variables contribute to prediction 
significantly in the model for four-year, but not two-year, 
colleges. In order of contribution, are college entry into 
a predominantly Black institution, a younger age, non- 
developmental status, female gender, and Black racial group 
membership.
Comparisons between colleges by predominant race in 
prediction of persistence are shown in Table 26. In the 
model for enrollees in predominantly Black institutions, 
entry into a four-year college is most predictive of 
persistence, followed by non-transfer status, major, ACT, 
younger age, non-developmental status, and female gender. 
Race is not a predictor because of the negligible number of 
White students in this setting. Minimum tolerance pertains 
to major (tolerance = approximately .63); this indicates the 
relative absence of a multicollinearity problem in the 
regression analysis.
In the model for enrollees in predominately White 
colleges, ACT is most predictive, followed sequentially by 
non-transfer status, four-year college entry, non- 
developmental status, younger age, female gender, and Black
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Table 26
Predictors of Persistence bv Predominant-Race Institutional
Tvoes for Residents Enterina Louisiana Public Underaraduate
Hiaher Education
PBI PWI
Predictors Beta Predictors Beta
ACT . 2 2** ACT .30**
TrnfSa -.24** TrnfS -.23**
Age .15** Inst-DGb .1 1**
DevpPc -.1 1** DevpP -.09**
Inst-DG .26** Age .06**
Major .23** Gender .04**
Genderd . 08** Race® -.03*
Major -.01
Ad j .R2 = .24 Adj.R2 = .22
Note. PBI = predominantly Black institution; PWI = 
predominantly White institution; Beta = standardized 
regression coefficient; TrnfS = transfer status; Inst-DG = 
type by degrees granted; Adj.R2 = adjusted coefficient of 
determination.
a Dummy coded, 0 = non-transfer and 1 = transfer. b Dummy 
coded, 0 = two-year institutions and 1 = four-year 
institutions. c Dummy coded, 0 = non-developmental status 
and 1 = developmental status. d Dummy coded, 0 = males and 
1 = females. e Dummy coded, 0 = Blacks and 1 = Whites.
*P<.0005. **p<.0 0 0 0 .
Source; Statistics are derived from magnetic tape
generated by the Louisiana Board of Regents.
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racial group membership. Major, in this model, is not 
significantly predictive of persistence.
Achievement Differences by Institutional Types
Deqrees-qranted college types. The low graduation 
rate of enrollees in two-year colleges (2 2%) may be partly 
attributed to the high enrollment of developmental students. 
From Table 27, it can be seen that developmental students 
have much lower rates of graduation (13%) and comprise much 
of the enrollment of this classification. (This compared to 
2 2% of developmental students enrolled in four-year 
institutions.)
Non-developmental students also have lower graduation 
rates in two-year than in four-year institutions, as shown 
in Table 28. However, rates differ less than they do for 
deve1opmenta1 students.
Racial/gender differences among classification groups 
are also noted. For all groups except White males, 
graduation rates for enrollees in four-year institutions are 
approximately two or three times higher than those for two- 
year college enrollees (Black males, 16% compared with 6%; 
Black females, 21% compared with 8%; and White females, 27% 
compared with 15%). A smaller increase in graduation rates 
is noted for White males (from 20% in two-year schools to 
2 2% in four-year institutions).
Of non-developmental students, 30% of two-year, 
compared with 49% of four-year, college enrollees graduated.
1 3 9
Table 27
Achievement Rates of Developmental Students Classified by Degrees Granted Institutional Type. Race, and Gender
Graduation Non-Graduation
Two-Year Four-Year Two-Year Four-Year
Variables BH BH HH BF BH BF WH
12a 19 50 29 228 480 680
BF
776
BH BF WH WF BH BF BH BF 
173 213 204 169 1211 1812 2364 2076
Age
Hean 19.7 18.9 19.1 19.3 18.5 18.5 18.4 18.5 20.9 20.1 19.4 19.5 18.8 18.9 19.8 18.8
StDv 1.1 2.5 2.6 5.6 1.2 2.4 1.2 2.7 5.8 5.3 3.5 3.7 2.5 3.3 2.2 2.9
17-19 83 90 84 93 90 92 94 94 71 78 79 82 87 89 87 90
20-24 17 5 12 3 7 7 5 4 12 11 15 11 10 8 11 8
25-35 0 5 4 0 .9 .2 .9 1 14 8 5 6 2 2 2 2
36+ 0 0 0 3 0 .6 .0 .5 4 3 1 1 .6 .9 .3 .9
ACT
Hean 8.8 11.0 14.4 15.2 11.0 11.0 16.0 15.8 8.4 8.3 12.8 12.0 9.8 9.7 14.4 13.6
StDv 4.4 3.5 4.2 4.0 3.5 3.2 4.1 3.9 3.2 2.5 4.2 3.8 3.5 3.0 4.2 3.8
1-10 67 63 20 14 49 46 9 7 79 85 31 38 64 66 19 21
11-15 25 26 36 41 40 45 40 45 18 14 44 46 28 30 45 52
16-20 8 10 36 34 10 8 37 36 2 .9 20 14 7 4 28 22
21-25 0 0 8 10 9 .8 13 13 .6 0 5 2 .5 .2 7 5
26-36 0 0 0 0 0 0 1 .3 0 0 0 0 .2 0 .8 .1
Unkn .0 0 .0 .0 8 4 14 14 .0 0 .5 .0 8 8 17 15
Hum/A 8 .0 8 14 44 41 26 30 3 .5 11 8 48 40 29 30
SoSci .0 .0 10 3 7 6 3 5 1 .9 9 10 4 4 3 4
Educ .0 5 .0 3 5 6 2 12 2 .9 4 9 4 5 2 4
H/Sci .0 5 30 14 14 11 30 11 .6 1 21 6 14 9 24 10
Hlth .0 .0 2 3 1 8 1 8 .0 2 4 3 2 12 2 10
Bsns .0 5 14 28 14 18 19 18 2 1 8 11 14 17 18 17
Tchn 92 84 36 34 1 5 5 3 92 92 42 53 4 5 5 6
Trnf 8 32 60 62 14 15 23 21 20 21 29 22 20 25 27 23
Note. Two-Year = entry into a two-year college; Four-year = entry into a four-year institution; BH = Black males; BF = 
Black females; WM = White males; BF = White females; StDv = standard deviation; Unkn = unknown; Hum/A = humanities/arts; 
SoSci = social sciences; Educ = education; M/Sci = mathematics/sciences; Hlth = health; Bsns = business; Tchn = 
technologies; Trnf = transfer.
a Numerals in this row indicate the size of classification groups in each column.
Source: All statistics are derived from magnetic tapes generated by the Louisiana Board of Regents.
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Table 28
Achievement Rates of Mon-Developmental Students Classified By Dearees-Granted Institutional Type. Race. Gender
_ _ _ _ _ _ _ _ _ _ Graduation_ _ _ _ _ _ _ _ _ _   Non-Graduation_ _ _ _ _ _ _ _ _ _
Two-Year Four-Year Two-Year Four-Year
Variables BH BH BH HF BH BF HH HF BH BF WH HF BH BF H  WF 
4a 26 62 82 147 287 1809 2054 50 92 142 129 283 332 2008 1846
Age
Hean 22.5 19.1 19.8 19.3
StDv 6.6 3.3 4.3 3.5
17-19 50 88 82 87
20-24 25 4 4 4
25-35 25 8 8 10
36+ 0 0 0 0
ACT
Hean 13.2 12.5 18.9 18.5
StDv 8.2 5.3 4.7 4.6
1-10 25 38 6 1
11-15 50 42 21 26
16-20 0 8 31 39
21-25 25 12 32 27
26-36 0 0 10 7
Haior
Unkn 0 0 0 0
Hum/A 25 4 6 4
SoSci 0 0 5 3
Educ 0 0 5 17
H/Sci 0 4 29 15
Hlth 0 0 2 4
Bsns 0 4 8 7
Tchn 75 89 45 51
Trnf 50 31 53 52
18.4 18.3 18.2 18.4 20.0 19.3
1.9 1.4 .9 2.2 4.5 3.2
95 96 96 94 76 79
3 18 4 5 10 14
1 1 .3 1 12 5
0 0 0 .4 2 1
17.0 16.1 22.4 21.4 14.4 10.6
5.5 4.6 4.4 4.4 4.2 3.9
14 12 .4 .9 44 60
24 34 8 9 36 28
32 38 25 32 12 11
24 12 41 39 8 0
5 4 26 19 0 1
3 3 10 10 0 0
36 34 16 20 4 1
3 4 3 4 0 0
5 5 2 11 2 1
27 23 47 21 4 1
0 7 2 10 0 0
18 21 16 18 2 0
9 2 4 6 8 97
11 8 17 16 24 39
9.9 20.1 19.1 19.0 18.6 18.5
4.6 5.6 3.7 3.0 2.1 2.3
78 78 87 86 90 91
13 12 8 10 7 7
6 7 3 3 2 2
4 3 1 .9 .3 .5
18.0 17.2 15.0 14.0 20.2 19.1
5.4 4.6 5.4 4.5 4.6 4.7
8 5 22 26 2 4
24 36 31 36 14 18
28 34 31 30 35 41
34 19 13 7 36 28
5 5 2 .6 13 10
0 0 5 6 12 10
4 6 35 31 19 20
4 3 3 4 4 4
1 8 5 8 2 10
20 7 29 20 38 18
6 3 3 10 2 12
6 12 12 14 16 18
59 9 9 8 6 9
43 48 24 22 25 23
Note. BH = Black males; BF = Black females; BH = White males; HF = White females; StDv = standard deviation; Unkn = 
unknown; Hum/A = humanities/arts; SoSci = social sciences; Educ = education; H/Sci = mathematics/sciences; Hlth = 
health; Bsns = business; Tchn = technologies; Trnf = transfer.
a Numerals in this row indicate the size of classification groups in each column.
Source: All statistics are derived from magnetic tapes generated by the Louisiana Board of Regents.
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This difference also indicates lower achievement in the two- 
year setting.
Additionally, each racial/gender group had higher 
rates of achievement in four-year than two-year 
institutions; graduation rates from highest to lowest are 
found for White females (39% in two-year settings, 53% in 
four-year settings), White males (30%, 47%), Black females 
(22%, 46%), and Black males (7%, 34%). Also, for all 
racial/gender groups, a higher rate of transfer is noted for 
graduates than non-graduates of two-year colleges.
For both institutional types, proportionately more of 
the graduates are found in mathematics/sciences, 
humanities/arts, and business. However, in predominantly 
Black institutions, graduates are more often majors in 
humanities/arts, whereas those in predominantly White 
institutions are more often majors in mathematics/sciences.
Transfer status (shown in Tables 27 and 28) indicates 
lower rates of transfer for graduates in four-year 
institutions, but higher rates of transfer for most 
graduating groups of two-year colleges. Black males in 
two-year colleges are an exception to the latter, having a 
lower rate (8%) than other classification groups for 
predominantly Black colleges. Tables 27 and 28 and other 
data (not shown) reveal proportionately higher rates of 
graduates in two-year institutions in majors of technology, 
especially for Black students. Graduates of four-year
142
colleges, overall, can be most readily found in the 
humanities/arts, mathematics/sciences, and business.
Predominant-Race Institutional Types. Differences in 
graduation between institutional types and other 
classifications are shown for developmental students in 
Table 29 and non-developmental students in Table 30. 
Comparisons of some groups are limited, however, by the low 
enrollment of White students in predominantly Black 
institutions.
Racial/gender groups differ markedly in graduation 
rates by each type. Higher rates are noted for Black 
students, especially females, in predominantly Black (26% 
for males, 25% for females) than White institutions (14% for 
males, 16% for females). White females have a higher rate 
(26%) than White males (22%) in predominantly White 
institutions.
Choices of major by predominant-race college types are 
also observed (not shown). Graduating developmental 
students in both college types had highest rates of 
enrollment in humanities/arts. However, proportionately 
more of graduating developmental students in White than 
Black institutions had majors in mathematics/sciences. 
Graduating non-developmental students were better 
distributed in choices of major than developmental students.
1 4 3
Table 29
Achievement Rates of Developmental Students Classified bv Predominant-Race Institutional Type, Race, and Gender
 Graduation_ _ _ _ _ _ _ _ _ _   Non-Graduation_ _ _ _ _
FBI  PHI_ _ _ _ _  PBI_ _ _ _ _ _   PHI
Variables BH BF HH HF BH BF HH HF
115 247 0 0 125 252 730 805
Age
Hean 18.4 18.4 0 0 18.7 63.4 18.5 18.5
StDv 1.0 2.8 0 0 1.3 2.0 1.4 2.9
17-19 95 97 0 0 84 87 93 94
20-24 4 2 0 0 15 12 6 4
25-35 .9 0 0 0 .8 .8 1 1
36+ 0 .8 0 0 0 .4 .1 .6
ACT
Hean 10.0 10.3 0 0 11.6 11.7 15.9 15.7
StDv 3.1 2.9 0 0 3.7 3.4 3.4 3.9
1-10 59 55 0 0 41 39 9 7
11-15 35 40 0 0 44 48 40 45
16-20 6 5 0 0 14 12 37 36
21-25 0 0 0 0 2 2 13 12
26-36 0 0 0 0 0 0 1 .2
Haior
Unkn 0 0 0 0 15 8 13 13
Hum/A 65 62 0 0 21 17 25 30
SoSci 9 6 0 0 5 6 3 5
Educ 4 3 0 0 .9 10 2 11
H/Sci 4 6 0 0 22 16 30 11
Hlth 0 0 0 0 12 14 1 8
Bsns 10 17 0 0 15 19 18 18
Tchn 9 6 0 0 14 10 7 4
Trnf 5 9 0 0 21 22 26 22
BH BF HH HF BH BF HH HF
599 729 2 2 785 1296 2566 2243
18.7 19.0 28.0 60.0 19.4 19.0 18.8 63.2
2.6 3.8 2.8 5.7 3.5 3.5 2.1 2.9
90 90 0 50 81 87 86 89
8 5 0 0 13 10 12 8
2 3 0 50 5 3 2 2
.5 2 100 0 1 .8 .3 .9
cr>
C
O 8.7 10.0 11.5 10.0 9.9 14.2 13.5
3.1 2.6 1.4 2.1 3.7 3.0 4.2 3.8
75 77 50 50 60 63 20 22
21 22 50 50 32 32 45 51
3 1 0 0 8 5 27 22
.2 .1 0 0 .8 .2 7 5
.3 0 0 0 0 0 .7 .1
.2 0 0 0 12 11 15 14
77 77 100 100 16 13 27 28
2 2 0 0 5 5 4 4
3 4 0 0 4 6 2 10
2 3 0 0 21 11 24 9
.3 .1 0 0 3 17 2 10
5 6 0 0 19 21 18 16
10 9 0 0 20 17 8 9
18 22 0 0 21 27 27 23
Note. PBI = predominantly Black institution; PHI = predominantly Hhite institution; BH = Black males; BF = Black 
females; HH = Hhite males; Hhite females; StDv = standard deviation; Unkn = unknown; Hum/A = humanities/arts; SoSci = 
social sciences; Educ = education; H/Sci = mathematics/sciences; Hlth = health; Bsns = business; Tchn = technologies; 
Trnf = transfer.
a Numerals in this row indicate the size of the classification group for each column.
Source: Statistics are derived from data generated on magnetic tape by the Louisiana Board of Regents.
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Table 30
Achievement Hates of Non-Developmental Students Classified by Deqrees-Granted Institutional Type. Race, and Gender
Graduation_ _ _ _ _ _ _ _ _ _   Non-Graduation
PBI PWI PBI PWI
Variables BH BH WH WF BH BF WH WF BH BF WH WF BH BF WH WF
84 159 0 0 67 154 1871 2136 125 166 3 1 208 258 2147 1974
Age
Hean 22.5 19.1 19.8 19.3 18.4 18.3 18.2 18.4 20.0 19.3 19.9 20.1 19.1 19.0 18.6 18.5
StDv 6.6 3.3 4.3 3.5 1.9 1.4 .9 2.2 4.5 3.2 4.6 5.6 3.7 3.0 2.1 2.3
17-19 96 98 0 0 91 94 95 93 89 89 0 0 84 82 90 90
20-24 4 2 0 0 4 3 4 5 6 5 0 0 11 14 7 7
25-35 0 .6 0 0 4 3 .7 1 4 4 33 100 5 4 3 2
36+ 0 0 0 0 0 0 .1 .4 2 1 67 0 1 .8 .4 .7
ACT
Hean 15.3 14.7 0 0 18.9 16.9 22.3 21.3 13.0 11.9 12.7 9.0 15.4 14.2 20.0 19.0
StDv 5.2 4.7 0 0 5.4 4.6 4.5 4.4 4.7 4.1 3.5 0 5.7 4.7 4.7 4.7
1-10 20 19 0 0 8 9 .6 .9 32 45 33 1 22 25 2 4
11-15 33 42 0 0 15 27 8 10 39 36 33 0 27 34 15 20
16-20 29 27 0 0 34 45 25 32 22 16 33 0 32 33 34 40
21-25 17 11 0 0 33 14 41 39 6 3 0 0 16 7 36 27
26-36 1 2 0 0 10 4 26 18 0 0 0 0 3 1 12 9
Haior
Unkn 0 0 0 0 6 5 10 10 0 0 0 0 7 8 12 9
Hum/A 46 50 0 0 22 14 16 19 57 49 100 100 14 9 18 19
SoSci 4 3 0 0 2 5 3 4 0 4 0 0 4 2 4 4
Educ 2 4 0 0 8 4 2 11 6 5 0 0 4 7 2 9
H/Sci 16 18 0 0 40 25 47 21 10 8 0 0 34 20 37 17
Hlth 0 0 0 0 0 14 2 10 .8 .6 0 0 3 12 2 11
Bsns 18 20 0 0 16 20 15 18 12 6 0 0 9 14 16 18
Tchn 14 6 0 0 6 12 5 8 14 27 0 0 24 27 10 21
TrnfS 5 8 0 0 21 12 19 18 22 27 33 0 25 25 26 25
Note. BH = Black males; BF = Black females; H  = White males; WF = White females; PBI = predominantly Black 
institutions; PWI = predominantly White institutions; StDv = standard deviation; Dnkn = unknown; Hum/A = 
humanities/arts; SoSci = social sciences; Educ = education; H/Sci = mathematics/sciences; Hlth = health; Bsns =
business; Tchn = technologies. TrnfS = transfer status.
a Numerals in this row indicate the size of classification groups for each column.
Source: All statistics are derived from magnetic tapes generated by the Louisiana Board of Regents.
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A forward entry logistic regression model is developed 
for students classified by each institutional type. Table 
31 displays the variables that contribute to estimation of 
the probability of graduation for two-year and four-year 
college enrollees; Table 32, for enrollees of predominantly 
Black and predominantly White colleges and universities.
The model for those entering four-year institutions 
correctly predicts 80% of achievement outcomes; for those 
entering two-year colleges, 70%.
In both models, a higher ACT, non-developmental status, 
and White racial group membership contribute significantly 
to the estimation of graduation. For two-year college 
enrollees, transfer contributes to the model; whereas, for 
four-year college enrollees, non-transfer contributes to the 
model. In four-year institutions, other variables that 
contribute to the estimation of probability of graduation 
are female gender, college entry into a predominantly Black 
institution, and younger age.
Estimation of achievement, shown in Table 31 for 
students classified by predominant-race of initial college 
of enrollment, can be compared by institutional type. The 
model for entrants to predominantly Black institutions 
correctly predicts 77% of outcomes; for predominantly White 
institutions, 70%. In both models, all of the variables 
have the same (negative or positive) direction in
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Table 31
Parameter Estimates of Achievement by Dearees-Granted 






ACT 16.9** ACT 740.8**
DevpPa 13.1* Trnf Sb 112.7**
TrnfS 10.5* DevpP 1 1 1 .6**





Predicted 70% Predicted 80%
Note. TrnfS = transfer status; DevpP = developmental 
program participation; Inst-DG = institutional type by 
degrees granted; Inst-PR = institutional type by predominant 
race.
a Dummy coded, 0 = non-developmental status and 1 = 
developmental status. b Dummy coded, 0 = non-transfer and 1 
= transfer. c Dummy coded, 0 = Black and 1 = White. d Dummy 
coded, 0 = males and 1= females. e Dummy coded, 0 = 
predominantly Black institution and 1 = predominantly White 
institution.
*P<.005. **p<.0000.
Source: Statistics are derived from magnetic tapes
generated by the Louisiana Board of Regents.
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Table 32
Parameter Estimates of Achievement by Institutional Type 
(Predominant Race^ for Residents Entering Louisiana Public 
Undergraduate Higher Education
Predominantly Black  Predominantly White
Variables Wald Variables Wald
ACT 96.6** ACT 684.1**
Major 82.5** DevpPa 111.9**
Trnf Sb 38.8** Gender0 85.3**
Gender 32.3** TrnfS 64.9**
Inst-DGd 25.2** Major 31.4**
Age 1 1 .2** Age 2 2 .6 **
DevpP 7.9* Race® 9.5*
Inst-DG 6.7*
Predicted 77% Predicted 70%
Note. TrnfS = transfer status; ColDG = college type by 
degrees granted; ColPR = college type by predominant race.
a Dummy coded, 0 = non-developmental and 1 = developmental. 
b Dummy coded, 0 = non-transfer and 1 = transfer. c Dummy 
coded, 0 = males and 1 = females. d Dummy coded, 0 = two- 
year institutions and 1 = four-year institutions. e Dummy 
coded, 0 = males and 1 = females.
*P<.005. **p<.0 0 0 0 .
Source: Data are derived from magnetic tapes generated by
the Louisiana Board of Regents.
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relationship to graduation, and, for each, ACT is the 
highest predictor.
The models differ in the order of other contributing 
variables. For enrollees in predominantly Black 
institutions, choice of major, entry into a four-year 
institution, non-transfer status, female gender, non- 
developmental status, and younger age (in order of 
contribution) build the model. For students entering 
predominantly White institutions, non-developmental status, 
female gender, non-transfer status, younger age, and entry 
into a four-year college explain the probability of 
graduation.
As described, the responses to the questions of this 
study show similarities and differences among the groups of 
interest. Major conclusions are summarized and discussed in 
Chapter VI of this investigation.
CHAPTER VI
DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS
This chapter achieves several purposes to conclude 
the investigation: (a) Organized by the major conclusions
of the study, it summarizes and discusses the results, 
relating the conclusions to literature and the population of 
the study. (b) Another section uses the conclusions of 
this study to address impending decisions about public 
higher education in the State of Louisiana. (c) Finally, 
the chapter includes recommendations for further research.
Generally, the distributions of the large sample across 
several variables provided rich data whereby selected 
demographic and academic data for one cohort of Louisiana 
resident first-time freshmen were analyzed. Additionally, 
isolation and examination of the groups of interest revealed 
noteworthy similarities and differences among groups.
Regression models in the study, however, explained less 
than one fourth of the variance in persistence and 
graduation outcomes. The study had initially recognized 
limitations in the lack of other variables (such as level of 
student commitment and quality of institutional-student 
interactions) that have stronger explanatory linkages to 
dropout. Despite these limitations, the study did identify 
significant predictors of persistence and achievement for 




Discussion of Results 
Response 1: Selected Student Characteristics that Predict
Academic Persistence and Achievement
The holistic investigation of the sample revealed some 
dominant characteristics and significant parameters:
(1) The sample had highest rates of persistence to 
the senior level and lowest rates to the freshman level. 
Achievement, as measured by successful graduation, described 
34% of all students in the sample.
Patterns of persistence for the sample were similar to 
national trends; however, degrees of persistence differed. 
Lower (35%) rates were observed at the senior level 
(compared with approximately 50% nationally) and higher 
(39%) rates were observed at the freshman and entry levels 
(compared with approximately 25% nationally). Also, 
approximately one-third of students on the state level 
achieved graduation, compared to nearly half with the 
national average.
Educational research supports the observed persistence 
patterns. First, since senior status was expected for the 
baccalaureate degree, this status was expected to be the 
highest of the five levels. Secondly, frequent dropout at 
the entry or freshman level was supported by Tinto (1987), 
Nettles (1988), Astin (1977), and others who identified the 
first year in college as the most critical, the most likely 
time for dropout to occur.
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The higher than national rates of first-year dropout 
for the sample at entry and freshman levels suggested a 
greater magnitude of influences and obstacles to the 
sample's persistence during the first year of college. This 
may be partially explained by Louisiana's system of open 
admissions, which may facilitate enrollment of students 
underprepared for the standards and practices of the 
institutions to which they are admitted. Additionally, the 
state's system of fiscal appropriations (based on student 
credit-hour production) may encourage institutions to 
recruit students who poorly fit the goals and programs of 
the institutions. Low persistence rates also may be 
explained by differences in student characteristics, as 
noted in the next section.
(2) Characteristics most often identified with the 
highest persisting and graduating groups were (in descending 
order) higher ACT scores, non-developmental status, non­
transfer, Hhite racial group membership, college entry into 
a four-year institution, younger age, and female gender.
The sample's comparatively low mean ACT composite score 
and high rate of developmental program participation 
exceeded means observed by ACT (1983) and SREB (1988). 
Although some literature questions/challenges the use of 
standardized tests, such as the ACT, in prediction 
(especially for individuals) (Morris, 1981), its 
relationship to the dropout decision was supported elsewhere
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(Pascarella & Terenzini, 1980). The fact that ACT was the 
strongest predictor in this study did not necessarily 
indicate the greater predictability of the ACT, but may have 
indicated the relative weakness of other variables for 
prediction in this setting.
However, the disproportionate presence of low ACT 
scores and developmental status suggested less student 
preparation for, and greater academic difficulties in, 
college (Gossman, et al., 1982; Pascarella & Terenzini, 
1980), factors which were more likely to influence 
adjustment during the first year. Based on Tinto's (1987) 
research, these groups may have experienced less academic 
and social integration with the college environment.
Transfer was also more frequent among non-persisters 
than persisters. This phenomenon was consistent with 
explanations by Tinto (1987) who noted that poor student- 
institutional fit may lead to transfer and by Dougherty 
(1987) who identified after-transfer difficulties in 
academic adjustment. Transfer, however, can be a positive 
phenomenon as well, such as for two-year college enrollees, 
for whom transfer was essential to the achievement of a 
baccalaureate degree. Despite the possible positive effect 
of transfer on two-year college enrollees, transfer was more 
often associated with non-persistence in this study.
State conditions may explain some transfer. The 
regional location of Louisiana public institutions of higher
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education coupled with the open admissions policy throughout 
the state may have encouraged students' initial entry into 
institutions that were conveniently located but were a poor 
match to their needs, interests, and goals. Students who 
poorly fit the institution but have strong commitment to 
graduation are more likely to transfer; whereas those with 
weak commitment to graduation may have lowered levels of 
commitment and eventually dropout through discouraging 
experiences (Tinto, 1987).
Younger students (ages 17-19) persisted longer and 
achieved graduation more frequently than older students 
(ages 25+). The more likely external involvements of older 
students, as supported by Bean and Metzner (1985), Lenning, 
Beal, and Sauer (1980) and others, may have afforded less 
opportunity for extracurricular involvements, faculty- 
student discussions, and other interactions with the 
institution, thus deterring older student integration with, 
and persistence in, the institution.
Lower persisting groups (developmental, older, having 
lower ACT scores) are often referred to in literature as "at 
risk" or "non-traditional", indicating a potential 
malalignment of their interests and needs with the 
"traditional" offerings of the institution, consequently 
leading to a lower level of academic and social integration. 
Thus, inconsistencies between students and institutions put 
them "at risk" for low educational attainment, as
154
substantiated by the sample. For all classifications of the 
sample, lower rates of persistence and achievement were 
observed for this population defined as "at risk".
(3) Greater persistence and graduation rates were 
observed for choices of major in mathematics/sciences, 
followed by education and business; lowest rates were found 
in technology.
The higher persistence of mathematics/sciences majors 
may be partially explained by the higher pre-college 
achievement of the students, as supported in literature.
This relationship suggests that those who selected a major 
in mathematics/sciences may have been better prepared for 
the academic demands of higher education, and, therefore, 
more likely to persist and graduate.
The lower persistence of technology majors may be 
explained by their more vocational orientation. Cohen and 
Brawer (1982) and Dougherty (1987) identified this 
phenomenon in students in technical areas, relating 
vocational perspectives to lower integration with, and 
persistence in, some college environments. Additionally, 
higher rates of majors in technology were noted in this 
study for two- than four-year institutional entrants, 
possibly indicating lower aspirations than graduation.
Clark (1960), Dougherty (1987) and others identified the 
greater enrollment in two-year colleges of students 
interested in non-degree technical training.
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(4) Predictors of persistence determined through a 
multiple regression analysis (in order of usefulness in the 
model) were higher ACT, non-transfer, entry into four-year 
institutions, non-deve1opmenta1 status, lower age, entry 
into predominantly Black institutions, female gender, and 
Black racial group membership.
Most predictors of highest classification gained 
paralleled observed estimations of graduation. Because of 
these similarities, predictors of persistence derived in 
this response are discussed in the following section.
(5) Probability of graduation was estimated (in order 
of contribution) by higher ACT, non-developmental status, 
female gender, non-transfer status, entry into a 
predominantly Black institution, choice of major, younger 
age, and entry into a four-year institution.
Most predictors of persistence and graduation supported 
the distributions in this response. There were similarities 
in both the negative/positive direction of variables and 
their apparent strength in relating to or explaining highest 
classification gained and graduation.
It can be noted, however, that although higher rates of 
persistence and graduation were noted for White students and 
enrollees in predominantly White institutions, the inverse 
was predictive of persistence. Black racial group 
membership and college entry into a predominantly Black 
institution were more predictive of persistence when other
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variables in the model were considered. These results were 
similar to findings by Astin (1982) and others that 
indicated higher levels of persistence for Black than White 
students when other variables were controlled.
Graduating groups within all classifications of 
interest differed from non-graduating groups by having a 
lower mean age and a higher mean ACT. Additionally, a lower 
mean age and a higher mean ACT were noted for all graduating 
racial/gender groups of four-year than two-year institutions 
(except Black females who had the same mean of ACT), of 
predominantly White than Black institution enrollees, and of 
non-developmental than developmental status. These 
observations, also, were consistent with previous results 
regarding this sample and with previously cited literature. 
Response 2: Racial Differences (Bv Gender and
Choice of Major) in Selected Student Characteristics 
and College Participation?
The comparison of racial/gender groups in the sample 
provided a better understanding of demographic and academic 
characteristics and of differences among groups.
Disparities in the persistence and graduation of Black 
students and White students were confirmed and partially 
explained through the analysis for this response.
(1) Fewer Black than White students entered and 
persisted through graduation in Louisiana public 
undergraduate higher education.
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The sample included more White students (37% of males 
and 36% of females), followed by Black females (16%) and 
Black males (11%). The lower rate of Black than White 
student participation and the higher Black female than male 
enrollment also corresponded to national observations 
(Wilson & Carter, 1988). The low Black male representation 
in the sample paralleled national observations of their low 
educational participation; it suggested for the state the 
possibly greater influence of disadvantages (historical, 
political, sociological, educational, economical) for Black 
males, as discussed by McJamerson (1991).
Racial and gender differences were also consistent with 
national trends (Eagle et al., 1988a, 1988b, 1988c, 1988d) 
of higher White and female achievements in higher education. 
Disparities were partially explained by differences in 
historical background (Bernard, 1966; Nettles, 1988; Willie, 
1978), in opportunity (Blackwell, 1981; Fleming, 1981; 
Stikes, 1984), in social assertiveness (Allen, 1981;
Bernard, 1966; Fleming, 1984), and in academic preparation 
(Cross & Astin, 1982; Fox, 1986; Nettles, 1988).
The lower educational attainment of Black than White 
students in Louisiana emphasized the importance of positive 
efforts in higher education to counter this phenomenon. 
Following the suggestions by Allen (1987b), Cowart (1987), 
Willie (1978), and Williams (1990) could provide experiences 
that support the development and success of Black students
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in Louisiana higher education, thus increasing educational 
outcomes. Their suggestions addressed the grievances of 
attitudinal and behavioral barriers to Black students 
identified by Belcove (1988), Nettles (1988), and others. 
These suggestions called for supportive resources and 
environments that foster Black student identity, learning, 
and leadership.
(2) Black students (compared to White students) had 
proportionately more of "at risk" characteristics: higher
age, lower ACT composite scores, and developmental status. 
However, Black students had lower rates of transfer, which, 
for the sample, contributed positively to persistence.
The higher ages of Black students in the study, 
especially males, suggested delayed college entry for more 
of Black students. As supported in literature, delays may 
be attributed to longer participation in high school, family 
commitments, military engagements, employment, and other 
reasons. Eagles et al. (1988) observed increasingly lower 
rates of college enrollment for longer periods of delayed 
entry into higher education. Additionally, Bean and 
Metzner (1985) identified added adjustment difficulties for 
students entering college beyond the traditional age. In 
the sample, Black students7 higher rate of departure from 
the traditional college entry age may have posed additional 
barriers to adjustment and more likelihood for dropout.
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The lower ACT composite scores and more frequent 
developmental program participation indicated lower pre­
college achievement for Black students, particularly 
females. Since ACT was the most predictive variable in 
regression models of this study, this characteristic may 
explain much of the lower persistence and graduation rates 
for Black students. However, more of Black females than 
males may have disregarded pre-college achievement in the 
decision to enter college, as suggested by the greater 
enrollment of Black females with low ACT scores. Also, 
Fleming (1984) observed greater assertiveness on the part of 
Black females than Black males, especially in predominantly 
White settings.
Rates of transfer differed slightly, with White males 
having the highest rate (24%), females of both races having 
equal rates (22%), and Black males having the lowest rate 
(19%). The disadvantages of transfer identified by 
Dougherty (1987) may have served as greater deterrents to 
some groups than to others, particularly Black males.
(3) Black students had higher concentrations in 
particular majors; whereas, White students were more evenly 
distributed in choice of major.
In choices of major upon college entry, White males in 
the sample more often selected majors in mathematics/ 
sciences, whereas other groups more often selected majors in 
humanities/arts, followed by mathematics/sciences, business,
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or technology. Men had heavier concentrations in a few 
areas; whereas, women were better distributed across majors. 
More Black students (both genders) majored in technologies. 
Research by Nettles (1988) also revealed a greater tendency 
for Black males toward technologies. However, this sample 
differed from Nettles' findings, which supported higher 
Black enrollment in business, education, and social sciences 
and lower enrollment in engineering, humanities/arts and 
mathematics/sciences.
Graduation rates differed from enrollment rates, 
however, by choice of major for some groups. Comparing 
graduates and non-graduates, a higher rate was found in 
mathematics/sciences and business for Black males, Black 
females, and White males who graduated. Black females had a 
proportionately higher rate of humanities/art majors in the 
graduating group than in the non-graduating group. Also, 
Black males and females had higher rates of social science 
majors in the graduating groups.
(4) Predictors of persistence and graduation differed 
only slightly among the racial/gender groups. However, the 
regression models were less predictive for Black than White 
groups.
Although the multiple regression models for each 
racial/gender group were significant, models for Black 
students, especially Black males, predicted less of the 
variance in the criterion. This suggested that other non-
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available variables, such as level of commitment and quality 
of student-institutional interaction, were more influential 
to Black student persistence. ACT, as the best predictor 
of persistence for both races, may have had smaller effects 
on Black students. Use of standardized measures, such as 
the ACT, as suitable predictors of Black student performance 
have been argued as inappropriate measures.
For Black students, entry into a predominantly Black 
institution was a relatively strong predictor, considering 
the contribution of other variables in the model, in the 
estimation of graduation. Willie (1980) and others have 
argued that predominantly Black colleges provide 
environments that are more likely to nurture the development 
of Black students. Differences in standards among 
institutions may also explain some achievement differences. 
For example, Verkuil (1989) noted some differences in 
academic standards in specific programs under review between 
predominantly Black and predominantly White colleges and 
universities in Louisiana. Other college characteristics 
that were not in the model, such as size and percentage 
residing on campus, may also have explained differences.
Distributions, however, revealed a lower rate of Black 
students enrolled in predominantly Black institutions (44% 
for males, 40% for females). This was expected because of 
the smaller number of predominantly Black than White 
institutions in the state and Fleming's observations of
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Black male/female differences in adjustment on White 
campuses. Black males may experience less acceptance on the 
White campus and less ease in adjustment, the White campus 
thus posing a greater threat to Black males than Black 
females.
Entry into a four-year institution was also a strong 
predictor for Black students. This coupled with the lower 
transfer rates of Black students, especially Black males, 
suggested more difficulties in transfer for Black than White 
students entering two-year institutions.
Response 3; Differences in the Student Characteristics 
and College Participation of Developmental and Non- 
Developmental Students
The classification of the sample by developmental 
status allowed an examination and comparison of each status 
group. The following summarize conclusions of this 
analysis:
(1) More students were classified as developmental 
than non-developmental. Over two-thirds of students 
classified as Black, predominantly Black institution 
enrollees, and having ACT composites less than 16 were also 
developmental.
That 53% of the sample were developmental indicated 
widespread deficiencies in skills needed for college-level 
work. This paralleled but may have exceeded regional and 
national observations. SREB (1987) identified the expansion
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since 1970 of developmental program participation. Also, 
NCES (1985) concluded that, nationally, approximately one 
fifth of students scheduled a remedial course in each 
specific area of basic skills (mathematics, writing, 
reading).
Two views of this large percentage of developmental 
students dominates discussion of issues in higher education. 
One perspective recognizes the deficiencies of large numbers 
of students and focuses on the need for the state's policy 
of open admission. The other view holds that high school 
students lack motivation for higher levels of achievement 
because of the lowered college admission standards— the low 
incentive for achievement, therefore, relating to the 
deficiencies with which students enter college.
The study revealed a higher than proportionate 
enrollment in developmental programs of students who were 
Black, enrollees in predominantly Black institutions, and 
having ACT composites less than 16. Of all 
subclassifications, race differences were most apparent in 
developmental program participation, with the rate of Black 
developmental students being 30% higher than that of White 
students. The disproportionate enrollment of Black students 
with skills deficiencies indicated a potential for more 
Black students having academic difficulties and a lower 
level of academic integration into the college environment.
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This disadvantage may have been countered, however, 
for Black developmental students who enrolled in 
predominantly Black colleges and universities. The higher 
developmental enrollment in this institutional type might 
indicate that in predominantly Black institutions, 
remediation of skills deficiencies occurs more in the 
mainstream of academic activity, thus allowing greater 
possibility of academic integration for Black developmental 
students who enroll in predominantly Black colleges and 
universities.
(2) Developmental students had more of other "at risk" 
characteristics: higher ages and lower ACT scores.
Other "at-risk" characteristics may have contributed to 
academic difficulties related to skills deficiencies. The 
more likely off-campus involvements of older students 
coupled with remediation needs may have further lessened 
academic integration and lowered commitment levels for this 
group. Lower ACT scores may have also indicated academic 
difficulties beyond those of basic skills areas that are the 
target of developmental programs.
(3) Developmental students more often selected majors 
in humanities/arts; non-developmental students, in 
mathematics/sciences. Persistence differences were 
observed in choices of major by developmental status.
The greater enrollment in humanities/arts may have been 
the inverse of the relationship between higher ACT and
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mathematics/sciences noted in other studies. Nonetheless, 
more developmental (than non-developmental) students 
enrolled in the humanities/arts, whereas more non- 
developmental (than developmental) enrolled in the 
mathematics/sciences.
Proportionately more of developmental students in 
humanities/arts, mathematics/sciences, business, social 
sciences, and education graduated, whereas fewer of those in 
technologies and unknown majors did. Additionally, for each 
developmental status, males (both races) had a higher rate 
of majors in mathematics/sciences than did females; Blacks 
(both genders) had a higher rate of majors in technologies 
than did Whites; and females (both races) had a higher rate 
of majors in health. These choices of major were generally 
consistent with observations by Astin and Cross (1987) and 
Nettles (1988). Although rates differed between non- and 
developmental groups, similarities existed across groups.
Differences in persistence by major and developmental 
status appeared to form a continuum, based on conditions of 
each: Both developmental status and a humanities/art major
tended to be more often associated with persistence to the 
freshman level. Both non-developmental status and a 
mathematics/sciences major tended to be more often 
associated with persistence to the senior level. The 
concurrence of both conditions— developmental and 
humanities/arts major— had the lowest level of persistence,
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whereas the concurrence of both— non-developmental and 
mathematics/ sciences— had the highest level of persistence. 
Some underlying relationships, however, should be 
remembered. Literature supports a positive relationship 
between pre-college achievement and choice of mathematics/ 
sciences. Additionally, ACT was used by many institutions 
in criteria for designation of developmental status.
(4) For all racial/gender groups, the rate of 
graduation for non-developmental students approximately 
doubled the rate for developmental students. Persistence 
levels also differed by developmental status.
The lower rates of achievement for developmental 
students paralleled observations of national groups by NCES 
(1985) and supported the expected maladjustments identified 
in literature. That graduation was achieved by 48% of non- 
developmental students and 22% of developmental students 
indicated very different college experiences for these two 
groups of the sample. For developmental students, the 
freshman level was more frequently the highest persistence 
level; for non-developmental students, the senior level.
The expected academic difficulties of the first year for 
this "at risk" group appeared to lead to early dropout for 
larger numbers of developmental students.
Several perspectives exist related to these 
achievement differences between developmental and non- 
developmental students. One examines racial and socio-
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economic groups that have higher rates of "at risk" 
characteristics and supports measures for increased success 
(Hardin, 1988; Keeter, 1987). Another perspective cites the 
inadequate preparation for college of developmental 
students, their possible inability for higher levels of 
learning, the public monies that support their higher 
education, and the altered college environment that results 
from their presence on the college campus. That view 
generally leads toward the position of selective admissions, 
reducing the number of developmental students on the college 
campus (Thompson, 1988). Another popular position questions 
the college programs and their effectiveness in remediating 
the deficiencies of students and calls for the adaptation of 
college programs to better meet the entry needs of 
underprepared students (Keeter, 1987; Thompson, 1988).
(5) For each developmental status, persistence and 
graduation was best predicted by non-transfer and the ACT. 
Other variables had similar positive or negative 
contributions, but a different order, in the models for each 
developmental status.
In some models, non-transfer served as the strongest 
predictor, playing a more important role than in previous 
models. The lower contribution of ACT than in previous 
models was expected from the more co-linear relationship 
between ACT and developmental participation, in which at
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some institutions the former may have served as a criterion 
for the latter.
Probability of graduation, through regression 
analyses, was indicated by several variables. ACT composite 
score contributed most to the estimation of graduation for 
both groups by developmental status. For non-developmental 
students, other variables in the model (in descending order 
of contribution) were non-transfer status, female gender, 
college entry into a predominantly Black institution, choice 
of major, younger age, and White race. For developmental 
students, following ACT, probability of graduation was best 
explained by female gender, college entry into a 
predominantly Black institution, younger age, non-transfer 
status, choice of major, and college entry into a four-year 
institution.
Response 4: Differences in Probability of Graduation
by Institutional Types. Developmental Program 
Participation. Race, and Gender
The division of students by institutional type of 
entry— both by predominant race and by degrees granted—  
revealed institutional type differences in college 
participation:
(1) Enrollment in predominantly Black institutions, as 
compared with predominantly White institutions, 
characterized 11% of the sample, 40% of Black males, 40% of 
Black females, and .1% of White students.
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Considering the smaller number of predominantly Black
(4) than White (13) institutions in Louisiana public higher 
education, the 40% rate of Black enrollees in predominantly 
Black institutions was regarded as relatively high. 
Considering the influence of geographic accessibility in 
choice of college, even higher rates could be expected 
should Louisiana have more regional representation of the 
predominantly Black colleges and universities.
Characteristics of students in predominantly Black 
institutions were similar to those of the Black student 
population, in general. A deviation was observed, however, 
in general trends between age and ACT, in which ACT and age 
were generally and directionally inverse. For Black 
students by predominant race institutional types, ACT and 
age were directionally the same; Black students in 
predominantly White institutions had a higher mean ACT than 
those in the Black institutions, and they had a higher mean 
age, with proportionately more students in the older age 
groups.
(2) Two-year institutions had lower enrollments and 
proportionately more "at risk" students, as compared to 
four-year institutions.
College entry into two year institutions characterized 
7% of the sample, 11% (each) of Black males and females, and 
6% (each) of White males and females. However, more two- 
year college entrants were classified as White, female,
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having lower ACT scores (1-10), younger (17-19 years old), 
developmental, and technology majors than other 
classifications. The proportionately higher rate of Black 
than White students enrolled in the two-year colleges may 
have related to the higher rate of Black students majoring 
in technologies and the greater vocational orientation of 
the two-year colleges.
Two-year colleges also had 60% of students classified 
as developmental, as compared with 52% in four-year 
institutions. Although more of the two-year than the four- 
year enrollees were developmental students, the ratio did 
not correspond to the general public expectation that 
"underpreparedness" of students distinguished enrollment by 
type. However, the underrepresentation of two-year schools 
and the more regionally accessible four-year schools may 
have influenced choice of college; given more regionally 
located two-year schools, more underprepared students may 
have selected this institutional type for college entry.
Additionally, racial/gender groups of two-year colleges 
had higher mean ages, lower mean ACT composite scores, and 
higher rates of majors in technologies and humanities/arts 
than those of four-year institutions. Age, ACT, and 
developmental status differences were supported in 
literature by Astin (1982), Astin and Cross (1987),
Dougherty (1987), and others as generally characteristic of 
the "high risk" population of two-year colleges on a
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national level. Higher rates of enrollment in technologies 
were also characteristic of two-year colleges, nationally.
(3) Graduation rates were lower in predominantly Black 
than White institutions. However, Black students had higher 
rates of graduation in predominantly Black institutions.
The 27% rate of graduation in Black colleges, compared 
with 35% in White colleges, could be understood when ACT and 
developmental program participation were considered. The 
lower precollege achievements and greater skills 
deficiencies of the predominantly Black college enrollees 
partially explained graduation differences in the study.
Of Black student graduates, similar proportions (50%) 
entered predominantly Black as White institutions. However, 
of non-graduates, proportionately more Black males (58%) and 
Black females (63%) entered predominantly White than Black 
institutions, indicating lower achievement for Blacks, 
females more than males, who entered predominantly White 
institutions. Nettles (1988), Willie and Edmonds (1978), 
and several other researchers also observed the higher 
persistence rates of Black students in Black than White 
institutions.
As previously indicated, literature supports possible 
explanations for institutional type differences in Black 
student achievement. Frequently cited were the more 
supportive college environments of Black institutions and 
possibly lower standards. Other institutional
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characteristics (some of which were noted in Chapter III on 
the setting), such as dormitory/commuting environmental 
differences, amount of fiscal and other resources, 
availability of diverse curricula and other features may 
also explain differences in student persistence and 
achievement. (These, however, were not the special focus of 
this investigation.)
(4) Graduation rates of students entering four-year 
institutions nearly doubled those of students entering two- 
year institutions.
Two-year college entrants had a 20% rate of graduation, 
compared to 35% for entrants to four-year institutions. 
Graduation rates, however, did not consider the non-degree 
expectations of some students. Although all students in 
the sample entered the institution in a degree-seeking 
program, not all (especially two-year college entrants) may 
have intended graduation, some possibly having even shorter- 
term goals than associate-degree program completion. (It 
should be remembered that graduation in this study was 
defined as achievement of an associate or baccalaureate 
degree.)
Comparing two- and four-year college enrollees, a lower 
graduation rate was found for two-year college entrants in 
all racial/gender groups: Black males (7%, 20%), Black
females (13%, 26%), White males (24%, 36%), White females 
(27%, 42%). The exceptionally low rate of graduation of
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Black students in two year colleges may be partially 
explained by their higher enrollment in technologies, which 
had a negative relationship with graduation. Generally, the 
lower graduation rates of Black students appeared compounded 
by the disadvantages of two-year college entry, as explained 
by Dougherty (1987).
Additionally, no two-year college enrollees (in the 
sample) had designations of junior or senior status, a 
condition which raised questions about the data. College 
entry into two-year institutions, when directed toward a 
baccalaureate degree, was expected to lead toward some 
transfer and completion of four-year programs. Although 
research on national samples indicated much lower rates for 
those entering two-year than four-year colleges, some 
transfer and baccalaureate-completion was typical. However, 
the sample's lack of persistence to the junior or senior 
level was a deviation from general expectations. (A 
previously reported error in highest classification gained 
for some groups may have contributed to this phenomena. 
Approximately 80% of the 646 who were misclassified were 
transfer students. As transfer students, this group may 
have been from two-year college settings.)
(5) Rates of transfer differed by other 
classifications. Generally, lower rates were observed for 
Black than White students, Black males than Black females. 
White females than White males, non-developmental than
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developmental students, and predominantly Black than White 
college entrants.
Examining transfer among institutional types, lowest 
rates were observed for students (Black) in Black schools 
and highest for White males in White schools. Black 
students in predominantly White colleges had the next 
highest rate of transfer: developmental Black females
transferred most often (26%), followed by non-developmental 
Black males (24%). The more nurturing environment of Black 
institutions for Black students, identified by Nettles 
(1988), Fleming (1984), Willie and Edmonds (1978) and 
others, may have attracted more of Black students with "non- 
traditional" or "at risk" characteristics.
The highest rate of transfer for White males in White 
colleges, generally the racial/gender group with the most 
personal security, as supported by literature, also may have 
indicated greater social assertiveness on the part of White 
males to consider a change of institution. Based on Tinto's 
theory (1987), White males may also have had a stronger 
level of commitment to graduate. Transfer, therefore, may 
have signified (a) dissatisfaction in continuation at an 
institution, (b) greater ease for personal re-adjustment, or 
more-likely (c) a combination of these two.
Transfer was an expected, but infrequent, phenomena for 
the two-year college enrollees who aspired to the 
baccalaureate. The low rate of transfer and the low rate of
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graduation for two-year college entrants differentiated two- 
year from four-year enrollment.
(5) Prediction of persistence and graduation for all 
institutional types was best achieved by ACT and transfer 
status with other variables having different orders of 
contribution.
In all models, a higher ACT composite score, followed 
by transfer status, most predicted persistence. However, 
transfer predicted persistence for two-year college 
enrollees, but non-transfer predicted persistence for the 
other three groups by institutional type. (This was 
expected for achievement of junior and senior level status 
for two-year college enrollees.) Enrollment in a 
predominantly Black institution was the next stronger 
predictor of persistence for entrants to four-year 
institutions. Enrollment in four-year institutions 
predicted persistence in each institution by predominant- 
race. These predictions were supported by literature which 
was previously cited.
On one hand, some research conclusions of the sample 
concurred with general expectations. The overall 
achievement of the sample had many similarities with 
reported observations in regional and national studies.
Most observations had support in literature and some, 
additionally, had explanations.
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On the other hand, the lower persistence and 
achievement of two-year college enrollees, of developmental 
students, and of Black students in predominantly White 
institutions raised questions related to current public 
considerations in Louisiana. Observations of dropout by 
institutional type suggested further considerations related 
to educational environments that promote or inhibit the 
graduation of special groups.
Applications of This Study 
to Louisiana Public Higher Education 
Mindful of the caution needed in perspectives of 
social and educational issues and uses of data for decision­
making, this study examined selected demographic and 
academic characteristics to predict persistence and 
graduation in Louisiana public higher education. The 
conclusions of the study may contribute to decisions about 
policies and structures of public higher education in 
Louisiana.
As explained in Chapter 3, both the U. S. Eastern 
District Court and state administrators have considered 
instituting a system of community colleges to serve the 
state's underprepared (developmental) and technical-skills- 
interested. Additionally, the Court has considered 
enrollment changes to lessen racially identifiable 
distinctions between higher education institutions, thus 
eliminating institutional types by predominant race.
177
It is necessary, however, to recall the basic purpose 
for removal of such racial distinctions. The initial 
thrusts for legal and administrative pursuit of changes were 
to desegregate Louisiana public higher education in order to 
provide a more racially eguitable system. With this 
original incentive for change in mind, the persistence and 
achievement of the sample and sub-samples in this study were 
related to institutional types. Of special interest were 
the effects of differences by institutional types upon the 
participation of Black students and developmental students. 
Findings related to persistence and achievement differences 
by institutional type may guide decision-making regarding 
Louisiana public higher education, particularly 
accommodative organizational structures.
In Louisiana, there is a special focus on whether 
educational opportunities for Blacks equal those for Whites. 
The goal of racial equality serves as the basis for 
desegregation orders and the initial incentive for 
dissolving racial distinctions among public institutions in 
Louisiana. This discussion does not ignore the far-reaching 
fiscal issues which have played a strong role in recent 
considerations.
If decisions about educational structures are based on 
equal opportunities for Black students, then institutional 
effects on Black students should be considered. This study 
revealed notable differences in persistence and achievement
rates of developmental students and Black students.
Positive effects of enrollment in predominantly Black 
institutions were observed for Black students, particularly 
Black males and developmental students. (These were both 
groups which were nationally recognized as "at risk" 
populations.) Higher rates of graduation and lower rates of 
transfer were observed for Black students in predominantly 
Black institutions, indicating a likelihood of a better 
student-institutional fit. Greater educational opportunity, 
therefore, may exist for some Black students in this 
setting. The continued interest in the educational 
attainment of Black students and the greater persistence and 
achievement of this racial group in predominantly Black 
institutions may suggest that this institutional type should 
continue to be an offering in Louisiana.
For all racial/gender groups entering two-year 
(compared to four-year) institutions, the lower rates of 
persistence to the junior and senior levels and to 
graduation indicated negative effects for their college 
entry in two-year settings. This lower rate applied to all 
racial/gender groups regardless of classification by age and 
ACT. It may be argued that developmental students who major 
in technology— the only group having a higher rate of 
graduation in two-year institutions— may be the only student 
group to benefit from the community college system.
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Another observation was that transfer from two-year 
colleges (a necessity for graduation from four-year 
programs) did not describe all groups equally. Two-year 
college enrollees who were in need of transfer for the 
baccalaureate experienced especially low rates of transfer. 
Black males, particularly, had low rates of transfer. This 
phenomena, coupled with support from literature related to 
the problems associated with transfer, suggest a strong 
disadvantage to entry into two-year colleges for Black 
students and developmental students— groups for whom the 
public at least philosophically espouses equality in 
opportunity.
Two-year colleges, however, may be more accessible to 
older and other non-traditional students. The higher mean 
age, the lower mean ACT composite score, and the greater 
dispersion in these measures observed for two-year college 
enrollees do suggest the greater attraction and 
accessibility this setting may afford to non-traditional 
students. However, the achievement of two-year college 
entrants was lower than the achievement of students who 
entered a four-year institution. The two-year college, 
therefore, may have desirable features but may not 
necessarily advance the higher education of this population.
Although this study provided rich data to use in 
decision-making, many questions remain unanswered. Few 
studies have examined the effects of Louisiana's educational
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system on "at risk" populations. Answers to the following 
questions are still needed in this state to form the basis 
for sound educational decision-making:
(1) What is the relationship between institutional 
mission and the college participation of special groups, 
particularly Black students (and especially Black males)? 
How closely are institutional goals guided by the missions 
assigned to them by the legislature? What institutional 
decisions are based on mission? How do institutions 
consider the needs of special populations in planning to 
achieve their mission? How do groups of interest respond 
to the operationalization of institutional mission 
statements?
(2) What characterizes the climate of each of the 
state's public higher education institutions? What 
elements in the institutional environment contribute to 
student dropout and which others support student 
persistence? How do/should the institutions control these 
elements in their environment? How does selective 
admissions influence institutional environments and Black 
student participation?
(3) What are the perceptions and experiences of Black 
students at the various public higher education institutions 
of the state? How do these perceptions and experiences 
differ by institutional type on the predominantly Black and 
predominantly White campuses? at the two-year college and
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the four-year institutions? How do these differ by level of 
student participation in residence hall living, and other 
academic and social components?
(4) What factors contribute to the notable 
differences in graduation rates among some institutions of 
the state? How can the factors that promote persistence 
and graduation at one institution be used at other 
institutions?
(5) If a community college system is implemented, can 
the state afford an increase in institutions of higher 
education? How many more students will be attracted to 
this system and at what cost, with what effect? Will 
fiscal appropriations and other factors alter the existing 
institutions? How will different groups respond to these 
changes in institutional levels— missions? How will changes 
in accessibility of institutions impact student enrollment 
decisions?
(6) Considering the economic and other effects of 
education on one hand, and the social conditions in the 
state on the other hand, can the state afford not to devise 
and implement methods and avenues for increased access to 
higher education? Does not the high rate of illiteracy, 
unemployment, unwed parenting, and chemical dependency 
compel this state to invest in features for greater access 
to higher education?
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(7) If a community college system is implemented, 
what articulation procedures and linkages with other 
institutions can be implemented to increase achievement?
How can simplified systems of transfer, clear articulation 
statements, dual-campus involvements, and other transitions 
be integrated into the state's higher education system?
Decisions that will promote egual educational 
opportunity hinge on the answers to questions such as these. 
Recognizing that responses, however, are not readily 
available, the observations from this study and from 
literature may be directed toward suggested courses of 
action.
The larger enrollment of developmental (than non- 
developmental) students in Louisiana identifies the need for 
institutional missions that can flexibly accommodate the 
interests and needs of this large "at risk” group. The 
first suggestion recognizes (1) the desirable features of 
both two-year and four-year institutions, as found in 
literature, and (2) the higher rates of graduation found in 
this study for students (of all classification groups) 
enrolled in four-year institutions. A combination of these 
desirable features is recommended for both the four-year and 
the two-year institutions.
Characteristics of the two-year institutions (e.g. 
liberal admissions standards, regional accessibility, 
flexible course offerings, vocational curricula, and support
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programs) can enhance the offerings of four-year 
institutions. A close affiliation with and/or proximity to 
the four-year institutional environment for its desirable 
features (e.g. academic orientation, prestige, 
extracurricular offerings, and residential opportunities) 
can enhance student participation in two-year institutions. 
In such a combination of desirable features, the concept of 
institutional quality perhaps can be shifted from criteria 
at the point of admissions to excellence of educational 
opportunity and ongoing expectations for higher educational 
outcomes for all students. (Without special research 
related to all conditions, no efforts are made in this 
chapter to suggest innovative integration of desirable 
features from both institutional types.)
A second recommendation calls for supportive higher 
educational environments for Black students and 
developmental students. Predominantly Black colleges in 
Louisiana appear to have educational advantages for Black 
students and may offer a unique opportunity for the 
development of some Black students. It is suggested that 
predominantly Black institutions be retained and that the 
relative bachelor's degree productivity of the Black 
institutions be examined for further recommendations and 
improvement.
The predominantly White, and more regionally 
accessible, institution is also needed to enhance
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educational opportunity for Black students. These 
institutions need to examine and alter differences in their 
treatment of students, by race. The lower rates of Black 
student achievement in predominantly White institutions, and 
literature identifying discriminating attitudes and even 
hostilities on the White campuses of this state, suggest 
that much needs to be done to provide suitable learning 
environments for Black students in predominantly White 
colleges. Beal and Noel (1980), Williams (1980), and 
others provide suggestions to create accepting and 
supportive environments for Black student development.
Recommendations for Further Research 
Although this investigation responds to the questions 
of interest and may have special significance in its 
longitudinal design for a state population, some limitations 
are noted in the availability of variables related to 
dropout/retention. Better predictions of persistence and 
achievement are possible with variables that have better 
theoretical linkage to dropout/retention. A student survey 
may provide information about variables such as background 
characteristics (socio-economic, prior schooling, and 
others), intention in college entry, initial level of 
commitment, social and academic interactions with the 
institution, student perceptions, and measures of various 
personal and educational outcomes are among those that may 
enrich perspectives of student dropout/retention in this
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context. Another analysis with the use of these variables 
is recommended for a state sample to yield better 
predictions of persistence and achievement.
Responses to the questions of this study also reveal 
disparities between several groups in persistence and 
achievement. Especially notable are lower rates for Black 
males than for other racial/gender groups, for two-year 
college enrollees, for Black students in predominantly White 
institutions, and for majors in technology. Further 
investigation to identify causes, consequences, and remedies 
for the lower rates of these groups is recommended.
Some observations of this study require explanation. 
For example, explanatory models are needed to define the 
processes and relationships of transfer and choice of major 
with persistence and achievement.
Institutional differences in dropout/retention are also 
expected. The colleges and universities in Louisiana public 
higher education are classified by types in this study; 
each institution, however, differs from others in several 
ways, as noted in the setting of this chapter. Examination 
of differences among institutions in dropout/retention (both 
for all students, collectively, and for groups of interest) 
is recommended.
Advancement of theoretical knowledge regarding dropout 
and retention may result from research on effects of 
institutional efforts. Many studies define "retention
strategies" with the underlying expectation that some 
strategies promote dropout and others promote retention. A 
relative perspective of strategies in view of student 
differences and environmental differences is needed; theory 
will be advanced by understanding what student perceptions 
of institutional strategies motivate dropout and which 
motivate retention.
Results generated from recommended research will add 
significantly to the results of this investigation. 
Theoretical knowledge about student dropout/retention will 
be advanced and university and public administrators will 
have an improved basis for future decision-making.
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